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Foreword

Many OECD countries face major difficulties in recruiting enough qualified teachers
to replace the large numbers who will retire in the next 5-10 years. Most countries report
concerns about teacher effectiveness, whether or not they are experiencing teacher
shortages. Furthermore, teachers’ roles are changing, and they need new skills to meet the
needs of more diverse student populations, and to work effectively with new types of staff
in schools and other organisations.

In April 2002, the OECD Education Committee launched an international review of
teacher policy, to help countries share innovative and successful initiatives, and to
identify policy options for attracting, developing and retaining effective teachers. This
publication is the major output from the work, which also generated 25 reports produced
by participating countries, 10 reports by external review teams that visited countries, and
several commissioned research studies. This OECD project provides probably the most
comprehensive analysis ever undertaken of teacher policy issues at international level.

OECD work enables countries to learn from each other. It can also open up issues and
suggest policy options that it may be difficult to raise in national debates. Both features
are evident in this report and the work behind it. The extent of the active engagement of
Member and Partner countries is also clear. The 25 participating countries committed
very substantial resources over a two to three year period and took risks in opening up
their teacher policies to external review and debate. The collaborative approach enabled
countries to learn more about themselves while adding to the broader knowledge base by
accumulating international evidence on the impact of policy reforms, and the
circumstances under which they work best.

The project benefited substantially from the involvement of organisations
representing teachers, school leaders, parents, students, teacher educators, and employers
on national advisory committees, in preparing written submissions, in meeting review
teams and taking part in conferences and workshops.

The project also benefited from the involvement of the Business and Industry
Advisory Committee to the OECD (BIAC) and the Trade Union Advisory Committee
(TUAC) and other international organisations also interested in teacher policy: the
Council of Europe; the European Commission; the European Training Foundation;
Eurydice; the International Association for the Evaluation of Educational Achievement
(IEA); the International Labour Organisation (ILO); the United Nations Educational,
Scientific and Cultural Organization (UNESCO); UNESCO European Centre for Higher
Education (CEPES); UNESCO International Institute for Educational Planning (IIEP);
and the World Bank.

Appendix 1 to this report details the many people and organisations who have
contributed to the project as National Co-ordinators, authors of country background
reports, authors of commissioned research papers, and members of country review teams.
In all, more than 150 people contributed in one of these roles, and their work has had a
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4 _ FOREWORD

major influence on the project. In addition, the establishment of national advisory
committees, the consultative processes used in preparing country background reports and
during country review visits, and the large number of schools and tertiary institutions
visited by review teams meant that the project benefited from inputs by many hundreds
more. We hope that this report adequately reflects all their inputs and adds further to the
collective knowledge base.

Within the OECD the project was carried out by the Directorate for Education’s
Education and Training Policy Division under the leadership of the Division’s Head,
Abrar Hasan. Phillip McKenzie and Paulo Santiago were responsible for the study and
the preparation of this report. Anne Sliwka (University of Mannheim) as a consultant
took the main responsibility for the area of teacher development (Chapter 4) in the report
and Hiroyuki Hase from the OECD Secretariat provided substantial input. Yael Duthilleul
(IIEP), on secondment from the World Bank and as a consultant, contributed to the
conceptual development of the project and took responsibility for two country review
visits. Statistical assistance was provided by the late Catherine Duchéne from the
Education Indicators and Analysis Division. Sabrina Leonarduzzi was responsible for all
the administrative work, workshop organisation and communications with participating
countries. John Coolahan (National University of Ireland, Maynooth) provided special
advice at a key stage of the preparation of this report. Viviane Consoli and Melissa
Peerless provided editorial assistance on this report. A wide range of other colleagues
within the Directorate for Education provided advice at key stages. In particular, close
collaboration was established with developmental work on indicators on teachers and
teaching, and the work by the Centre for Educational Research and Innovation (CERI) on
Schooling for Tomorrow and Formative Assessment: Improving Learning in Secondary
Classrooms.

The OECD intends to maintain the momentum of its work on teachers and teaching
and to build on the teacher policy project and this report.

This report is published under the responsibility of the Secretary-General of the
OECD.

@%ﬁé@w

Barry McGaw
Director for Education

OECD
May 2005
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Executive Summary

The Importance of Teacher Policy

Teacher policy is high on national agendas. The far-reaching economic and social
changes underway have made high-quality schooling more important than ever before.
The demands on schools and teachers are becoming more complex. OECD Education
Ministers have committed their countries to the goal of raising the quality of learning for
all. This ambitious goal will not be achieved unless all students receive high-quality
teaching.

All countries are seeking to improve their schools, and to respond better to higher
social and economic expectations. As the most significant resource in schools, teachers
are central to school improvement efforts. Improving the efficiency and equity of
schooling depends, in large measure, on ensuring that competent people want to work as
teachers, that their teaching is of high quality, and that all students have access to high
quality teaching.

This report draws on the results of a major OECD project, Attracting, Developing and
Retaining Effective Teachers, that was conducted over the 2002-04 period. The project
involved the preparation of Country Background Reports, visits to some countries by
external review teams, data collections, commissioned research, and workshops. The fact
that 25 countries took part indicates that teacher issues are a priority for public policy,
and likely to become even more so in future years.

The demands on schools and teachers are becoming more complex. Society now
expects schools to deal effectively with different languages and student backgrounds, to
be sensitive to culture and gender issues, to promote tolerance and social cohesion, to
respond effectively to disadvantaged students and students with learning or behavioural
problems, to use new technologies, and to keep pace with rapidly developing fields of
knowledge and approaches to student assessment. Teachers need to be capable of
preparing students for a society and an economy in which they will be expected to be
self-directed learners, able and motivated to keep learning over a lifetime.

Teacher issues are also currently high on policy agendas because of concerns
expressed by teachers themselves about the future of their profession — whether it is
sufficiently attractive to talented new entrants, and whether teachers are sufficiently
rewarded and supported in their work. As teachers are in daily contact with the students
who potentially form the next generation of teachers, the enthusiasm and morale of the
current teacher workforce are important influences on future teacher supply.

The current timing of the upsurge of interest in teacher policy issues is particularly
important. The fact that the large numbers of teachers who were recruited during the great
expansion period of the 1960s and 1970s are now close to retirement is both a major
challenge and an unprecedented opportunity in most countries. Although large amounts
of experience and skills need to be replaced as teachers retire, a number of countries now
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8 - EXECUTIVE SUMMARY

have a once-in-a-generation opportunity to shape and benefit from substantial changes in
the teacher workforce.

A much larger number of new teachers will enter the profession in the next 5-10 years
than in the past 20 years. The entry of substantial numbers of new teachers with up-to-
date skills and fresh ideas has the potential to substantially renew the schools. There is
also the possibility to free up resources for development as a younger teacher workforce
implies fewer budgetary pressures. On the other hand, if teaching is not perceived as an
attractive profession, and teaching does not change in fundamental ways, there is a risk
that the quality of schools will decline and a downward spiral will be difficult to reverse.

Main Concerns

Although the information is often patchy, there is a lack of long-term data, and not all
countries are in the same position, a broad picture has emerged.

Concerns about the attractiveness of teaching as a career

— About half the countries report serious concerns about maintaining an adequate
supply of good quality teachers, especially in high-demand subject areas.

— There are widespread concerns about long-term trends in the composition of the
teaching workforce, e.g. fewer “high achievers” and fewer males.

— There are concerns about the image and status of teaching, and teachers often feel
that their work is undervalued.

— Teachers’ relative salaries are declining in most countries.

Concerns about developing teachers’ knowledge and skills

— Almost all countries report concerns about “qualitative” shortfalls: whether enough
teachers have the knowledge and skills to meet school needs.

—  There are major concerns about the limited connections between teacher education,
teachers’ professional development, and school needs.

— Many countries lack systemic induction programmes for beginning teachers.

Concerns about recruiting, selecting and employing teachers

— There are concerns in most countries about the inequitable distribution of teachers
among schools, and whether students in disadvantaged areas have the quality
teachers that they need.

— Schools often have little direct involvement in teacher appointments.

— Some countries have a large oversupply of qualified teachers, which raises other
policy challenges.
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Concerns about retaining effective teachers in schools

— Some countries experience high rates of teacher attrition, especially among new
teachers.

— Teachers express concerns about the effects of heavy workloads, stress and poor
working environments on job satisfaction and teaching effectiveness.

— There are only limited means in most countries to recognise and reward teachers’
work.

— Processes for responding to ineffective teaching are often cumbersome and slow.

The ageing of the teaching workforce is compounding many of the above concerns.
On average, 25% of primary teachers and 30% of secondary teachers are over 50 years
old, and in some countries more than 40% of the teachers are in this age group. Large
numbers of retirements are likely in the next few years.

The analysis shows that teacher quantity and teacher quality issues are clearly
interlinked. School systems often respond to teacher shortages in the short term by some
combination of lowering qualification requirements for entry to the profession; assigning
teachers to teach in subject areas in which they are not fully qualified; increasing the
number of classes that teachers are allocated; or increasing class sizes. Such responses,
which ensure that classrooms are not left without a teacher and that a shortage is not
readily evident, nevertheless raise concerns about the quality of teaching and learning.

At another level, countries that are not facing a shortage of qualified teachers may
still face concerns about whether the quality of the teaching workforce is adequate —
particularly if selection processes do not result in the best applicants securing work as
teachers.

Without strategic policy action there is a risk that the teaching profession could go
into long-term decline. As societies have become wealthier and educational qualifications
have increased and employment opportunities have expanded, teaching’s appeal as a path
to upward social mobility and job security does seem to have diminished. Widespread
concerns about the difficulties faced by many schools, fuelled by often very negative
media reporting, have damaged teaching’s appeal. Expectations and demands on schools
have been increasing, while in many countries resources have not always kept pace.
Resource constraints are a factor in a number of the identified concerns.

But there are positive signs that policies can make a difference, as the examples
provided in the report show. There are countries where teachers’ social standing is high,
and there are more qualified applicants than vacant posts. Even in countries where
shortages have been a concern, there are recent signs of an upturn in interest in teaching,
and policy initiatives appear to be having an effect.

Policy Implications at Two Levels

The quality of teaching is determined not just by the “quality” of the teachers —
although that is clearly critical — but also by the environment in which they work. Able
teachers are not necessarily going to reach their potential in settings that do not provide
appropriate support or sufficient challenge and reward. Policies aimed at attracting and
retaining effective teachers need both to recruit competent people into the profession, and
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also to provide support and incentives for professional development and ongoing
performance at high levels.

Policy initiatives are necessary at two levels. The first concerns the teaching
profession as a whole and seeks to improve its status and labour market competitiveness,
and to improve teacher development and school work environments. The second set of
strategies is more targeted, and focuses on attracting and retaining particular types of
teachers, and attracting teachers to work in particular schools. Table 1 summarises the
main policy directions according to whether they apply to the teaching profession as a

whole, or are more targeted to particular types of teachers or schools.

Table 1. Policy Implications

Policy objective

Directed towards the teaching profession as
whole

Targeted to particular types of teachers or
schools

Making teaching an
attractive career choice

Improving the image and status of teaching
Improving teaching’s salary competitiveness
Improving employment conditions
Capitalising on an oversupply of teachers

Expanding the supply pool of potential
teachers

Making reward mechanisms more flexible

Improving entrance conditions for
teachers

Rethinking the trade-off between the
student-teacher ratio and average teacher
salary

new

Developing teachers’
knowledge and skills

Developing teacher profiles
Viewing teacher development as a continuum

Making teacher education more flexible and
responsive

Accrediting teacher education programmes

Integrating professional development throughout
the career

Improving selection into teacher education
Improving practical field experiences
Certifying new teachers

Strengthening induction programmes

Recruiting, selecting
and employing
teachers

Using more flexible forms of employment

Providing schools with more responsibility for
teacher personnel management

Meeting short-term staffing needs

Improving information flows and the monitoring of
the teacher labour market

Broadening the criteria for teacher selection
Making a probationary period mandatory
Encouraging greater teacher mobility

Retaining effective
teachers in schools

Evaluating and rewarding effective teaching

Providing more opportunities for career variety and
diversification

Improving leadership and school climate
Improving working conditions

Responding to ineffective teachers

Providing more support for
teachers

Providing more flexible working hours and
conditions

beginning

Developing and
implementing teacher
policy

Engaging teachers in policy development and
implementation

Developing professional learning communities

Improving the knowledge base to support teacher
policy

This is a challenging agenda, but tackling one area without appropriate policy

attention to inter-related aspects will lead to only partial results. Nevertheless, it is
difficult to address all areas simultaneously, and resource constraints mean that trade-offs
are inevitable.
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Implications for Different Types of Countries

Not all of the policy implications apply equally to all the 25 participating countries. In
a number of cases many of the policy directions are already in place, while for other
countries they may have less relevance because of different social, economic and
educational structures and traditions.

Most teachers are employed in the public sector, but the basic models of public sector
employment differ from country to country. There are two basic models that shape
teacher employment, and which are evident in the participating countries: “career-based”;
and “position-based”. While no country provides a “pure” example of either model, the
distinction is helpful in clarifying teacher employment features.

In career-based systems, teachers are generally expected to stay in the public service
throughout their working life. Initial entry normally occurs at a young age, it is based on
academic credentials and/or a civil service entry examination, and the entry criteria are
usually demanding. Once recruited, teachers are normally allocated to posts according to
internal rules. Promotion is based on a system of grades attached to the individual rather
than to a specific position. Starting salaries are often relatively low, but there is a clear
pathway to higher earnings, and pension schemes are usually relatively generous. France,
Japan, Korea and Spain provide examples of countries with many of the characteristics of
career-based public services. In the main, countries with career-based teaching services
do not have major problems with teacher supply. Most have many more well-qualified
applicants than available vacancies. Public sector employment in such countries tends to
be quite different in character from private sector employment, and on a number of
criteria (average salary, job security and pension benefits) is often judged to be superior.

The concerns in career-based systems tend to be more qualitative in nature, namely
that teacher education is not well connected to school needs, the entry selection criteria do
not always emphasise the competencies needed for effective teaching, teachers lack
strong incentives to continue developing once tenure is obtained, and the strong emphasis
on regulations limits the capacity and incentives for schools to respond to diverse local
needs. There are also concerns that such systems lack appeal to those who are unsure
whether they want to commit early to a lifetime teaching career, or who have gained
experience in other careers. In response, therefore, the major policy priorities in such
countries include forging stronger connections between teachers’ initial education,
selection and professional development, introducing more flexible employment positions,
opening up possibilities for external recruitment, providing local education authorities
and school principals with more scope for personnel decisions, and instituting
management by objectives.

Position-based public services tend to focus on selecting the best-suited candidate for
each position, whether by external recruitment or internal promotion. Such systems
generally allow more open access at a wide range of ages, and entry from other careers is
relatively common, as is movement from teaching to other jobs and later returns to
teaching. Although initial salaries are often attractive, they generally plateau relatively
early in the career. Teacher advancement depends on successfully competing for
vacancies, and the number of higher-level vacancies is usually restricted. Personnel
selection and management in such systems are often decentralised to schools or local
authority offices. Canada, Sweden, Switzerland and the United Kingdom are examples of
countries with many of the features of position-based public service employment.
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A number of such systems face teacher recruitment problems, especially for teachers
in areas like mathematics, science and information and communication technology (ICT).
Although the conditions of public sector employment in such countries tend to be similar
to private sector employment, the public sector often lacks the capacity and flexibility to
compete on private sector terms. Such systems also often find it difficult to retain a core
of experienced teachers beyond the 30 to 40-year-old age bracket. Schools in such
countries therefore often have high staff turnover, especially in disadvantaged areas.
Because position-based systems rely less on regulation than career-based systems in
assigning staff to schools, they often have greater disparities among schools in terms of
teacher qualifications and experience.

In response to such concerns, the policy priorities in countries with position-based
teaching services include a greater emphasis on system-wide criteria for staff selection,
performance evaluation, and building career pathways. Because local authorities play
such a critical role in personnel management, and tailoring school programmes to meet
local needs, such countries also need to place comparatively greater emphasis on the
selection and training of principals and other school leaders. Because the processes of
teacher selection and management tend to be more market-like in position-based systems,
schools in disadvantaged or unpopular locations need to be provided with significantly
more resources to enable them to compete for quality teachers, and there needs to be
much more differentiation in salaries and working conditions in order to attract the types
of teachers that are in short supply. Uniform salaries and conditions are likely to result in
an oversupply of some types of teachers, and shortages of others.

Common Policy Directions

Despite the major differences between the career-based and position-based public
service traditions, they share some common policy directions.

Emphasising teacher quality over teacher quantity

There is now substantial research indicating that the quality of teachers and their
teaching are the most important factors in student outcomes that are open to policy
influence. There is also substantial evidence that teachers vary markedly in their
effectiveness. Differences in student performance are often greater within schools than
between schools. Teaching is a demanding job, and it is not possible for everyone to be
an effective practitioner and to sustain that over the long term. However, the general
approach to teacher selection and employment has tended to regard teachers as largely
interchangeable and to focus on the numbers of teachers rather than on the qualities that
they have or could develop.

Key ingredients in a teacher quality agenda include more attention to the criteria for
selection both into initial teacher education and teaching employment, ongoing evaluation
throughout the teaching career to identify areas for improvement, recognising and
rewarding effective teaching, and ensuring that teachers have the resources and support
they need to meet high expectations. A strong conclusion from the project is that teachers
are highly motivated by the intrinsic benefits of teaching — working with children and
young people, helping them to develop, and making a contribution to society — and that
system structures and school workplaces need to ensure that teachers are able to focus on
these tasks.
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In its most radical form, a greater emphasis on teacher quality could see teachers’
work being redesigned to focus more on professional and knowledge-based components,
with perhaps fewer teachers being employed, but with more other people being employed
to do those parts of teachers’ current work that do not require teachers’ professional
skills, and teachers being paid substantially more to attract and retain the best possible
candidates.

Developing teacher profiles to align teacher development and performance with
school needs

There is widespread recognition that countries need to have clear and concise
statements of what teachers are expected to know and be able to do, and these teacher
profiles need to be embedded throughout the school and teacher education systems. The
profile of teacher competencies needs to derive from the objectives for student learning,
and provide profession-wide standards and a shared understanding of what counts as
accomplished teaching.

The teacher profiles need to encompass strong subject matter knowledge, pedagogical
skills, the capacity to work effectively with a wide range of students and colleagues, to
contribute to the school and the profession, and the capacity to continue developing. The
profile could express different levels of performance appropriate to beginning teachers,
experienced teachers, and those with higher responsibilities. A clear, well structured and
widely supported teacher profile can be a powerful mechanism for aligning the elements
involved in developing teachers’ knowledge and skills, and for providing a means of
assessing whether teacher development programmes are making a difference.

Viewing teacher development as a continuum

The stages of initial teacher education, induction and professional development need
to be much better interconnected to create a more coherent learning and development
system for teachers. A statement of teacher competencies and performance standards at
different stages of their career will provide a framework for the teacher development
continuum. As part of this there needs to be a clear set of expectations about teachers’
own responsibilities for their ongoing development, and a structure of support to facilitate
their growth.

A lifelong learning perspective for teachers implies that in most countries much more
attention will need to be focused on supporting teachers in the early stages of their career,
and in providing the incentives and resources for ongoing professional development. In
general, there could be better value from improving induction and teacher development
throughout teachers’ careers rather than increasing the length of pre-service education.

Making teacher education more flexible

In a number of countries people need to make decisions about becoming a teacher
early in tertiary education. This can lock them into a specific career path despite the
possibility that their interests may change, and they may eventually find themselves
teaching only after completing a programme of study that has prepared them for little
else. Such structures can also deny opportunities to enter teaching to other tertiary
students later in their studies, or to mid-career people in other occupations who decide
they would find greater satisfaction as teachers.
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A more flexible system of teacher education would provide more routes into the
profession, including: post-graduate study following an initial qualification in a subject
matter field; opportunities for those who started in schools as paraprofessionals or
teachers’ aides to gain full qualifications that build on their experience in schools; and
possibilities for mid-career changers to combine reduced teaching loads and concurrent
participation in teacher preparation programmes. The system should involve close
linkages with schools, including providing more direct support to beginning teachers
early in their career. Such changes, which are already being introduced in a number of
countries, help to concentrate teacher education resources on the people who will put
them to best use.

Transforming teaching into a knowledge-rich profession

One of the main challenges for policy makers facing the demands of a knowledge
society is how to sustain teacher quality and ensure all teachers continue to engage in
effective ongoing professional learning. Research on the characteristics of effective
professional development indicates that teachers need to be active agents in analysing
their own practice in the light of professional standards, and their own students’ progress
in the light of standards for student learning. Teaching remains largely unchanged as
other forms of work have been dramatically transformed. Many other professionals
commence their working lives with a sense that they are entering a role that has been
shaped by past research and that will be transformed during their working lives by future
research. That is an excitement that teaching has not yet offered. There are signs of
change in some countries, with teachers developing a research role alongside their
teaching role; with teachers engaging more actively with new knowledge; and with
professional development focused on the evidence base for improved practice.

Providing schools with more responsibility for teacher personnel management

Successful enterprises often say that personnel selection is the most important set of
decisions that they make. In the case of teaching, the evidence suggests that all too often
the selection process follows rules about qualifications and seniority that bear little
relationship to the qualities needed to be an effective teacher. The sheer size of school
systems in many countries means that the process of teacher selection is often highly
impersonal and it is hard for teachers to build a sense of commitment to the schools
where they are appointed — or for the schools to build a sense of commitment to them.

The school is emerging as the key agency within the education system for improving
student learning, which implies that schools need to have more responsibility — and
accountability — for teacher selection, working conditions, and development. However, to
exercise these responsibilities effectively, it is clear that many schools will need more
skilled leadership teams and stronger support. In particular, schools serving
disadvantaged communities, which often face major difficulties in attracting and retaining
skilled teachers, will need substantially more resources to make working in such schools
a viable career choice. The successful decentralisation of personnel management requires
that central and regional authorities play a strong role in ensuring an adequate and
equitable distribution of teacher resources throughout the country. Externally determined
performance standards are also necessary to ensure that greater school involvement in
personnel management does not worsen inequalities among public schools.
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Developing and Implementing Teacher Policy

The issues raised in the report go to the heart of teachers’ work and careers, and the
success of any reform requires that teachers themselves are actively involved in policy
development and implementation. Unless teachers are actively involved in policy
formulation, and feel a sense of “ownership” of reform, it is unlikely that substantial
changes will be successfully implemented. On the other hand, stakeholder groups should
not be able to exercise a veto over education reforms that are mandated through
democratic political processes. To do so would be to risk losing the public support on
which education so critically depends. It is difficult to find the right balance, but open and
ongoing systematic dialogue and consultation are fundamental to the process.

There are also institutional arrangements that can make a difference. Several countries
have developed Teaching Councils that provide teachers and other stakeholder groups
with both a forum for policy development and, critically, a mechanism for profession-led
standard setting and quality assurance in teacher education, teacher induction, teacher
performance and career development. Such organisations seek to obtain for teaching the
combination of professional autonomy and public accountability that has long
characterised other professions such as medicine, engineering and law. This would
involve teachers having greater say in the criteria for entry to their profession, the
standards for career advancement, and the basis on which ineffective teachers should
leave the profession.

The need to more actively engage the teaching profession extends beyond reasons of
politics and pragmatism. One of the main challenges for policy makers facing the
demands of a knowledge society is how to sustain teacher quality and ensure all teachers
continue to engage in effective modes of ongoing professional learning. Policy has a key
role to play in helping teachers to develop professional learning communities within and
beyond schools.

In many countries there are extensive research gaps concerning teachers, their
preparation, work and careers. Such research is important not only for improving the
knowledge base for teacher policy, but also as a way of introducing new information and
ideas to schools and ensuring that teachers engage more actively with new knowledge.
There is a particular lack of research which compares teachers’ working conditions and
careers with those in other professions. Much of the data and research used in teacher
policy formulation is largely self-referential, and comparative information on other
careers would help provide a perspective on trends and findings in regard to teachers — as
well as ideas for change.

Policy formulation would also benefit from more extensive monitoring and evaluation
of innovation and reform. Countries are finding that they can capitalise more on the
diversity within their systems by testing policy reforms on a pilot basis, with volunteer
schools and regions, before widespread implementation. Identifying the factors involved
in successful innovations, and creating in other schools the conditions for their
dissemination, mainstreaming and sustainability, are central to an effective
implementation strategy.
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Chapter 1

INTRODUCTION: THE FOCUS ON TEACHERS

Summary

The OECD has made a major international study of policies for attracting, developing and
retaining effective teachers in schools. Drawing on the experiences of 25 countries around
the world, and extensive data and research, the OECD project has analysed the key
developments affecting teachers and their work, and developed policy options for
countries to consider.

Significant long-term questions are being raised about the need for school systems to
become much more competitive in recruiting skilled and motivated people as teachers,
and how to improve the effectiveness of teachers’ work. This chapter discusses why
teacher policy is high on national agendas, describes the methodology used in the project,
and highlights the main policy challenges that countries now face.

The project focuses on teacher policy issues in 25 countries: Australia; Austria; Belgium
(Flemish Community); Belgium (French Community); Canada (Quebec); Chile;
Denmark; Finland; France; Germany; Greece; Hungary; Ireland; Israel; Italy; Japan;
Korea; Mexico; the Netherlands; Norway; the Slovak Republic; Spain; Sweden;
Switzerland; the United Kingdom and the United States.

There are some striking differences among countries in their approaches to teacher
recruitment, teacher education, teacher pay and working conditions, teacher employment,
evaluation and career structures. International analysis provides countries with an
opportunity to learn more about themselves by examining their experiences against those
of other countries, as well as building up evidence on the impact of different approaches
to teacher policy. The report provides many examples of innovative and promising
teacher policy developments from around the world.

A much larger number of new teachers will enter the profession in the next 5-10 years
than in the past 20 years. The entry of substantial numbers of new teachers with up-to-
date skills and fresh ideas has the potential to substantially renew the schools. However,
if teaching is not perceived as an attractive profession, and teaching does not change in
fundamental ways, there is a risk that the quality of schools will decline. There are high
stakes in teacher policy.
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1.1. The Growing Focus on Teacher lIssues

Teacher policy is high on national agendas. The far-reaching economic and social
changes underway have made high-quality schooling more important than ever before.
The demands on schools and teachers are becoming more complex. OECD Education
Ministers have committed their countries to the goal of raising the quality of learning for
all. This ambitious goal will not be achieved unless all students receive high-quality
teaching.

All countries are seeking to improve their schools, and to respond better to higher
social and economic expectations. Schooling provides the foundations for learning
throughout life, and for individual and national development. As the most significant
resource in schools, teachers are central to school improvement efforts. Improving the
efficiency and equity of schooling depends, in large measure, on ensuring that competent
people want to work as teachers, that their teaching is of high quality, and that all students
have access to high-quality teaching. Meetings of OECD Education Ministers have
underlined the critical importance of teachers and their work for the quality of schooling.

However, many countries have an ageing teaching force, and are finding it difficult to
attract well-qualified new entrants into teaching, or to retain them for long once they start.
Some other countries still benefit from a plentiful supply of people wishing to become a
teacher, and have relatively low rates of teacher turnover. Nevertheless, there can be
quality concerns when teacher shortages are not readily apparent. All the participating
countries report concerns in ensuring that teachers are well prepared for the demands of
more diverse student populations, higher social expectations of schools, expanding fields
of knowledge, and new types of responsibilities. Teacher policy needs therefore to
address both quantity and quality issues, not least because in many respects they are
closely intertwined.

Teacher issues are also currently high on policy agendas because of concerns
expressed by teachers themselves about the future of their profession — whether it is
sufficiently attractive to talented new entrants, and whether teachers are sufficiently
rewarded and supported in their work. As teachers are in daily contact with the students
who potentially form the next generation of teachers, the enthusiasm and morale of the
current teacher workforce are important influences on future teacher supply.

The current timing of the upsurge of interest in teacher policy issues is particularly
important. The fact that the large numbers of teachers who were recruited during the great
expansion period of the 1960s and 1970s are now close to retirement is both a major
challenge and an unprecedented opportunity in most countries. Although large amounts
of experience and skills need to be replaced as teachers retire, a number of countries now
have a once-in-a-generation opportunity to shape and benefit from substantial changes in
the teacher workforce. A much larger number of new teachers will enter the profession in
the next 5-10 years than in the past 20 years. The entry of substantial numbers of new
teachers with up-to-date skills and fresh ideas has the potential to substantially renew the
schools. As well, there is scope to free up resources for development as a younger teacher
workforce implies fewer budgetary pressures. Such changes would contribute to the
realisation of the “re-schooling” scenario whereby schools make a vital contribution to
community development and enjoy high levels of public trust (OECD, 2001). On the
other hand, if teaching is not perceived as an attractive profession, and teaching does not
change in fundamental ways, there is a risk that the quality of schools will decline and a
downward spiral will be difficult to reverse. This unwelcome prospect has been termed
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the “meltdown scenario” under which teacher shortages turn into a real staffing crisis
(OECD, 2001). There are high stakes in teacher policy.

1.2. Overview of the Broad Policy Directions

This report is concerned with policies that contribute to attracting, developing and
retaining effective teachers in schools. The report draws on a major OECD study of
teacher policy conducted in collaboration with 25 countries around the world
(see Appendix 1). The fact that so many countries took part indicates that teacher issues
are a priority for public policy, and likely to become even more so in future years.

The report aims to provide a comprehensive international analysis of:

— Trends and developments in the teacher workforce.

— Evidence on the key factors in attracting, developing and retaining effective teachers.
— Innovative and successful teacher policies and practices.

—  Teacher policy options for countries to consider.

— Priorities for future work at national and international levels.

The report identifies policy initiatives being undertaken at two levels. The first
concerns the teaching profession as a whole and includes measures to ensure that society
values teachers’ work, that teaching is seen as exciting and worthwhile, and that teachers’
training and work environments are improved. The second is more targeted, and
recognises that that there is not a single, uniform labour market for teachers. Rather, there
is a set of different labour markets distinguished by type of school (primary, secondary,
vocational and so on) and individual characteristics (such as gender, age, previous work
experience, academic ability and subject specialisation). Such initiatives are focusing on
the factors that attract and retain particular types of people into teaching, and teachers to
work in particular schools.

The quality of teaching is determined not just by the “quality” of the teachers —
although that is clearly critical — but also by the environment in which they work. Able
teachers are not necessarily going to reach their potential in settings that do not provide
appropriate support or sufficient challenge and reward. Policies aimed at attracting and
retaining effective teachers need both to recruit competent people into the profession, and
also to provide support and incentives for professional development and ongoing
performance at high levels.

Not all of the findings and policy implications apply equally to each country.
Countries have different social, economic and educational structures and traditions, and
are at different stages of policy development. To reflect this, the report attempts to
identify the key priorities for countries facing different circumstances. Nevertheless,
despite the diversity of country situations, some broad common directions can be
identified, and these are elaborated in the chapters that follow. In part these policy
initiatives have been compelled by the need for school systems to become much more
competitive in recruiting skilled and motivated people as teachers, but they also reflect
judgements that the quality of teaching and learning will improve as a result. Significant
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long-term questions are being raised about how to make teaching more enjoyable and
interesting, and how to improve the effectiveness of teachers” work.

1.3. Methodology and Country Participation

The project was based on volunteer countries working collaboratively with each other
and with the OECD Secretariat. It involved examining country-specific issues and policy
responses in attracting, developing and retaining effective teachers, and placing these
experiences within a broader, international framework to generate insights and findings
relevant to countries as a whole. Appendix 1 details the processes involved, the country
reports and other documents that have been produced and the large number of
organisations and people who contributed to the project and to the preparation of this
report.

The project involved two complementary approaches: an Analytical Review strand,;
and a Country Review strand. The Analytical Review strand used several means —
Country Background Reports, literature reviews, data analyses and commissioned papers
— to analyse the factors that shape attracting, developing and retaining effective teachers,
and possible policy responses. All 25 participating countries were involved in this strand.
In addition, nine countries also chose to host a Country Review, which involved external
review teams undertaking an intensive case study visit whose conclusions were then
reflected in a Country Note.

The countries taking part in the project were:*

— Analytical Review strand (25 countries, involving 26 background reports): Australia;
Austria; Belgium (Flemish Community); Belgium (French Community); Canada
(Quebec); Chile; Denmark; Finland; France; Germany; Greece; Hungary; Ireland;
Israel; Italy; Japan; Korea; Mexico; the Netherlands; Norway; the Slovak Republic;
Spain; Sweden; Switzerland; the United Kingdom and the United States.

— Country Review strand (9 countries involving 10 review visits): Austria; Belgium
(Flemish Community); Belgium (French Community); Germany; Hungary; Italy;
Korea; Spain; Sweden and Switzerland.

The collaborative approach provided countries with an opportunity to learn more
about themselves by examining their experiences against those of other countries. There
are some striking differences among countries in regard to their teacher workforces, as
illustrated by several indicators from OECD (2004):

Age: in Germany and Italy more than 50% of lower secondary teachers are aged 50
years or older, whereas less than 10% of Korean teachers are in this age group.

Gender: in the Czech Republic and Hungary females comprise more than 80% of
lower secondary teachers, while only 40% of Japanese lower secondary teachers
are female.

! However, to the extent they are covered by the OECD Education Database, OECD countries which did not take part in the
project are still considered in the analysis and feature in the report’s figures and tables.
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Teacher education: in Italy it takes an average of 8 years of tertiary education to train
as an upper secondary teacher compared to 4 years in Australia and England.

Salaries: in Korea a primary teacher with 15 years experience earns around 2.7 times
GDP per capita (a broad measure of average income), while in the Slovak
Republic an equivalent teacher earns only around 0.55 times GDP per capita.

By documenting such differences among countries, and trying to understand their
causes and consequences, comparative analysis can help to raise questions about long-
established practices, as well as help accumulate evidence on the impact of different
policy approaches.

1.4. Organisation of the Report

The report has six further chapters. Chapter 2 provides the rationale for the study, and
outlines the framework that was used, including the ways in which the key areas of
teacher policy are interconnected. Chapters 3 to 6 are concerned with the main issues
driving the project: attracting competent people into the teaching profession (Chapter 3);
developing teachers’ skills and knowledge (Chapter4); recruiting, selecting and
employing teachers (Chapter 5); and retaining effective teachers in schools (Chapter 6).
Each of these chapters discusses the trends and developments that are giving rise to
policy concerns, the main factors involved, examples of innovative policy responses,
evidence on policy impact, and options for countries to consider. Chapter 7 discusses
ways to build teacher, education union and other stakeholder involvement in policy
development and implementation, the major gaps in the research and information base,
and priorities for future work. Appendix 1 details the process by which the project was
conducted, and the range of outputs in addition to this report. Appendix 2 provides an
indicators framework for informing teacher policy and assesses the current availability of
data at both national and international levels.

The following chapters provide many examples of country initiatives in teacher
policies and programmes. A number of particularly innovative and promising initiatives
are highlighted in self-contained boxes that provide more detail on the reforms.
Nevertheless, due to space constraints, it has not been possible to provide all of the
necessary detail, and readers are encouraged to consult the relevant Country Background
Reports, Country Review reports, and research studies. All the documents produced
through the project are listed in Appendixl and available from
www.oecd.org/edu/teacherpolicy.
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Chapter 2

WHY IS TEACHER POLICY IMPORTANT?

Summary

This chapter provides the rationale for analysing teacher policy, and the framework used
to study its main components and the ways they are interconnected.

Teachers are important because of their impact on student learning. The research
indicates that raising teacher quality is perhaps the policy direction most likely to lead to
substantial gains in school performance. However, there are many important aspects of
teacher quality that are not captured by indicators such as qualifications, experience and
tests of academic ability. The teacher characteristics that are harder to measure, but which
can be vital to student learning need to be more prominent in teacher preparation and
employment.

Teachers’ importance is reflected in the size of the teacher workforce. Teaching is the
largest single employer of graduate labour and, on average, 64% of current expenditure
on schools is allocated to teachers’ compensation. Teacher policies affect many people,
and can have substantial implications for school budgets.

Teacher policy concerns have intensified in recent years due to the profound economic
and social changes underway and the imperatives for schools to provide the foundations
for lifelong learning. All school systems have been engaged in major curriculum reforms,
and have placed stronger emphases on gender equality within schools, the incorporation
of information and communication technology, and greater integration of students with
special needs. Such developments require re-examination of the role of teachers, their
preparation, work and careers.

A key challenge is to understand the complex range of factors — societal, school system
level, and school level — that are giving rise to teacher policy concerns. It is important to
identify the ways that these factors interact, and those which are potentially open to
policy influence. Understanding the operations of the teacher labour market is particularly
important. Key aspects include the factors shaping teacher demand and supply, the
responsiveness of teachers to incentives, the trade-offs governments face in defining the
number of teachers needed, and the mechanisms that assign teachers to schools.
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This chapter provides the rationale for analysing teacher policy, and outlines the
framework used to study its main components and the ways they are interconnected. The
term “policy” is used because in most countries the large majority of teachers are either
employed within the public sector, or employed by schools which receive at least part of
their funding from government. (Box 2.1 defines what is meant by a “teacher” in
international studies.) On average across OECD countries, over 90% of all expenditure on
primary and secondary schools is from public sources (OECD, 2004a). Public
expenditure on schools amounts to 3.5% of GDP on average, or just under 10% of public
expenditure overall. As is detailed below, teacher salaries are the largest component of
spending on schools. In addition, governments generally shape the organisation of
schools and the main features of teachers’ education and their working conditions.

2.1. Quality Teaching is Vital for Improving Student Learning

Student learning performance varies widely among students of a similar age. The
2000 Programme for International Student Assessment (PISA) study of reading literacy
among 15-year-olds, for example, found that in OECD countries as a whole 10% of
students were capable of performing highly sophisticated reading tasks, such as managing
information that is difficult to find in unfamiliar texts, and accommodating concepts that
may be contrary to expectations (OECD, 2001a). On the other hand, 18% of students
performed at literacy level 1 or below; that is, they were capable at best of only being
able to make a simple connection between information in the text and common, everyday
knowledge. Their poor literacy skills mean that such students are likely to struggle in
their schooling, and to face considerable difficulties in making the transition to
employment or further study. In some countries the difference between 15-year-old
students in the top and bottom bands of reading performance is equivalent to the effect of
several years of additional schooling.

Student learning is influenced by many factors, including: students’ skills,
expectations, motivation and behaviour; family resources, attitudes and support; peer
group skills, attitudes and behaviour; school organisation, resources and climate;
curriculum structure and content; and teacher skills, knowledge, attitudes and practices.
Schools and classrooms are complex, dynamic environments, and identifying the effects
of these varied factors, and how they influence and relate to each other — for different
types of students and different types of learning — has been, and continues to be, a major
focus of educational research.

Conducting research on the factors that influence student learning is challenging on
conceptual, methodological and data grounds (Vignoles et al., 2000). Researchers have
been compelled to use data sets and methodologies that provide only limited measures of
learning and partial indicators of the range of influences on student learning. The results,
interpretations and policy implications of such research are frequently contested. Caution
is needed when generalising research results from one time or place to another, and
especially across national boundaries. Much of the research is from the United States, and
schooling there differs in many significant respects from other countries, including in
governance, financing and policies on curriculum and assessment.
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Box 2.1. Definition of a “teacher”

Unless indicated otherwise, the term “teacher” as used in this report is based on the
definition adopted by the OECD’s Indicators of Education Systems (INES) project in its data
collections, which provide much of the data used in this report.

A teacher is defined as a person whose professional activity involves the transmission of
knowledge, attitudes and skills that are stipulated to students enrolled in an educational programme.
This definition does not depend on the qualification held by the teacher nor on the delivery
mechanism. It is based on three concepts:

1. Activity, thus excluding teachers without active teaching duties — although teachers
temporarily not at work (e.g. for reasons of illness or injury, maternity or parental
leave, holiday or vacation) are included.

2. Profession, thus excluding people who work occasionally or in a voluntary capacity in
educational institutions.

3. Educational programme, thus excluding people who provide services other than
formal instruction to students (e.g. supervisors, activity organisers, etc.).

Teaching staff refers to professional personnel directly involved in teaching students,
including classroom teachers; special education teachers; and teachers who work with students
as a whole class in a classroom, in small groups in a resource room, or in one-to-one teaching
inside or outside a regular classroom. Teaching staff also includes chairpersons of departments
whose duties include some amount of teaching (i.e. at least 0.25 of full-time equivalent), but it
does not include non-professional personnel who support teachers in providing instruction to
students, such as teachers’ aides or other paraprofessional personnel.

Also, in general, school principals, vice principals and other administrators without
teaching responsibilities in educational institutions, as well as teachers without active teaching
responsibilities for students in educational institutions, are not classified as teachers.

The data reported on teachers’ salaries are for full-time classroom teachers only.

In vocational and technical education, teachers of the “school element” of apprenticeships
in a dual system are included in the definition. Trainers in the “in-company element” of a dual
system are excluded.

Full-time and part-time teachers

The classification of educational personnel as “full-time” and “part-time” is based on a
concept of working time. The stipulation of full-time employment is usually based on “statutory
hours” or “normal or statutory working hours” (as opposed to actual or total working time or
actual teaching time). Part-time employment refers to individuals who have been employed to
perform less than the amount of statutory working hours required for a full-time employee.

A teacher who is employed for at least 90% of the normal or statutory number of hours of
work for a full-time teacher over the period of a complete school year is classified as a full-time
teacher. A teacher who is employed for less than 90% of the normal or statutory number of
hours of work for a full-time teacher over the period of a complete school year is classified as a
part-time teacher.

More detailed information on these general definitions and conventions is provided in
Education at a Glance, OECD Indicators 2004. (See also www.oecd.org/edu/eag2004)
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Bearing these caveats in mind, three broad conclusions emerge from research on
student learning. The first and most solidly based finding is that the largest source of
variation in student learning is attributable to differences in what students bring to school
— their abilities and attitudes, and family and community background. Such factors are
difficult for policy makers to influence, at least in the short-run.

The second broad conclusion is that of those variables which are potentially open to
policy influence, factors involving teachers and teaching are the most important
influences on student learning. In particular, the broad consensus is that “teacher quality”
is the single most important school variable influencing student achievement (see the
reviews by Santiago, 2002; Schacter and Thum, 2004; and Eide et al., 2004). The effects
of differences in teacher quality are substantial. For example, the work by Rivkin et al.
(2001) indicates that moving from being taught by an average teacher to one at the 85"
percentile of teacher quality would lead to students improving by more than 4 percentile
rankings in the given year, an effect which they estimate is roughly equivalent to the
effect on learning of reducing class size by 10 students. Sanders and Rivers (1996)
estimate that teacher effects are not only large — students of the most effective teachers
(the highest quintile) have learning gains four times greater than students of the least
effective teachers (lowest quintile) — but cumulative over time. Having a succession of
effective teachers can substantially narrow the average achievement gap between students
from low-income and high-income families, and low-performing students benefit more
from more effective teachers. Rockoff (2004), who used a particularly rich data set to
follow the same group of teachers over a 10-year period, estimated that differences
among teachers explain up to 23% of the variation in student test score performance that
is potentially open to policy influence.

The third broad conclusion from the research, which is somewhat more contentious,
concerns the indicators or correlates of teacher quality. Most of the research has
examined the relationship between measures of student performance, most commonly
standardised test scores, and readily measurable teacher characteristics such as
qualifications, teaching experience, and indicators of academic ability or subject-matter
knowledge. Such research generally indicates that there is a positive relationship between
these measured teacher characteristics and student performance, but perhaps to a lesser
extent than may have been expected. For example, Hanushek’s reviews (2002, 2003) of
studies of the United States find that overall there are no clear systematic effects of
characteristics such as teacher education or teacher experience on student achievement,
although there is some reasonably strong support for the effects of teachers’ academic
ability (as measured by teacher test scores). Other researchers have challenged some of
these conclusions. In their meta-analyses, Greenwald et al. (1996) and Hedges and
Greenwald (1996) found that variables such as teacher education, teacher experience and
teacher ability show strong relations with student achievement. The review by Gustafsson
(2003) also suggests that there are important relations between different indicators of
teacher competence and student achievement, including teacher education, experience,
measured knowledge and skills, and in-service training.

A possible explanation for the lack of consistently clear and strong effects of
commonly measured characteristics of teacher quality is that research studies are often
faced with little variation in some of these characteristics (e.g. formal qualifications) for
the teachers sampled from a given school system. In addition, for most of these
characteristics, a “threshold effect” is likely to apply: teachers need a certain level of
qualifications or experience to be effective, but further attainments beyond those levels
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may be progressively less important for student performance. (Research on the effects of
teacher education and professional development is discussed further in Chapter 4.)

A point of agreement among the various studies is that there are many important
aspects of teacher quality that are not captured by the commonly used indicators such as
qualifications, experience and tests of academic ability. The teacher characteristics that
are harder to measure, but which can be vital to student learning, include the ability to
convey ideas in clear and convincing ways; to create effective learning environments for
different types of students; to foster productive teacher-student relationships; to be
enthusiastic and creative; and to work effectively with colleagues and parents.

Overall, the research results indicate that raising teacher quality is vital for improving
student achievement, and is perhaps the policy direction most likely to lead to substantial
gains in school performance (Hanushek, 2004). However, the findings also indicate that
policy initiatives need to take into account the substantial variation in effectiveness that
exists among teachers with similar, readily measured, characteristics. In particular, in
light of the lack of strong evidence linking teacher credentials such as gualifications and
experience to student results, alternative indicators of teacher quality are crucial.
Nonetheless, the more measurable characteristics provide fundamental information on the
quality of teaching workforces. Where there are actual or looming shortages in the
numbers of teachers with given characteristics, there must at least be a risk that teacher
quality is reduced.

2.2. Teachers are Significant in the Labour Force and in School Budgets

The size of the teaching workforce is considerable. On average in OECD countries
teachers constitute about 2.6% of the total labour force (see Table 2.1) and teaching is the
largest single employer of graduate labour. In Australia in 2002/03, for example, there
were almost 300 000 people employed as school teachers, which was around 60% more
than the number working as nurses and twice the number of accountants (Centre of Policy
Studies, 2004).

The large number of teachers is reflected in expenditure on schools. On average,
around 64% of current expenditure on schools is allocated to teachers’ compensation
(see Table 2.1). This is equivalent to around 5% of total public expenditure, or around 2%
of GDP, on average. Teacher policies affect many people, and can have substantial
implications for school budgets, as well as graduate employment in general and
employment in the public sector in particular.

2.3. Teacher Policy Concerns are Intensifying

Teacher policy concerns have intensified in recent years due to the profound
economic and social changes underway and the imperatives for schools to provide the
foundations for lifelong learning. As Coolahan (2002) has argued, when society is
undergoing profound and accelerating change, particular pressures emerge to improve the
alignment between the education system and these changing societal needs. The teaching
profession is a key mediating agency for society as it endeavours to cope with change and
upheaval. But the teaching profession needs to have the skills, knowledge and training to
cope with the many changes and challenges that lie ahead. The teaching profession must
adapt a great deal so that it can act in a constructive manner within a fast-changing
society if it is to retain the confidence of society.
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Table 2.1. Classroom teachers as a percentage of the total labour force and compensation of
teachers as a percentage of current expenditure on schools

Compensation of teachers and all school staff as a
percentage of current expenditure on educational
institutions from public and private sources, for primary,
secondary and post-secondary non-tertiary education
(2001)

Classroom teachers in primary and
secondary education as a
percentage of the total labour force,
based on head counts (1999)

Compensation of Compensation of all staff

teachers
Australia’ 23 58 75
Austria 26 71 79
Belgium m 77 87
Belgium (Flemish Community)? 3.6 68 82
Canada” 1.7 62 78
Chile®® m m 61
Czech Republic 2.1 49 65
Denmark 2.8 53 78
Finland® 24 55 67
France 2.7 m 79
Germany 1.9 m 85
Greece® m m 91
Hungary® 36 m 75
Iceland 3.3 m m
Ireland® 2.8 77 83
Israel m m 78
Italy™ 29 64 81
Japan 1.5 m 88
Korea 1.4 62 70
Luxembourg 29 81 91
Mexico® 25 81 94
Netherlands 2.8 m 78
New Zealand 26 m m
Norway 3.7 m 83
Poland® m m 76
Portugal m m 94
Slovak Republic m 62 79
Spain 27 76 86
Sweden 28 49 65
Switzerland® 23 72 85
Turkey® 2.0 m 95
United Kingdom 24 53 74
United States™® 22 56 81
Country mean 2.6 64 80

Country Notes: Notes indicated by numbers refer to the first column while notes indicated by lowercase letters refer to the
second and third columns.

1. The number of teachers is expressed in full-time equivalents.
2. The data include teachers only in educational institutions in the regular education system and exclude sports institutes, music
and folk schools, and military vocational institutes.

3. Slightly underestimated because teachers working in programmes such as regional vocational education are not included.
a. Year of reference 2000.

b. Post-secondary non-tertiary education not included.

c. Public institutions only.

d. Year of reference 2002.

Symbol : m Data not available.

Sources : Data in first column: OECD (2001b, Table D2.4); Data in second and third columns: OECD (2004a, Table B6.3).
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All school systems have been engaged in major programmes of curricular, pedagogic
and assessment reform in recent years, and there are no signs that the pace of reform is
easing (Coolahan, 2002). The curricular reforms involve the updating of content, but also
require the provision of new courses. One of the pressing challenges for schools is the
incorporation of information and communication technology (ICT) into the administrative
and scholastic life of the school. The promotion of greater gender equality within schools
in terms of curricular content and choice, pedagogic styles, and interpersonal
relationships is also an unavoidable challenge to contemporary schools. Furthermore,
most developed countries have adopted a policy of greater integration of students with
special needs within mainstream schooling (OECD, 2003). All of these developments
require re-examination of the role of teachers, and consequently of their preparation,
work and careers.

Around half of the countries participating in the OECD project reported serious
concerns about maintaining an adequate supply of good quality teachers. As well as data
supplied through Country Background Reports, data from the OECD’s Programme of
International Student Assessment (PISA) 2000 survey indicated that in half of the OECD
countries the majority of 15-year-old students attend schools where principals believe that
student learning is hindered by a teacher shortage or inadequacy. A 2001 survey of upper
secondary education in 15 OECD countries indicated that, on average, about 15% of full-
time teachers and 30% of part-time teachers are not fully qualified (OECD, 2004b).
Vacancies tend to be harder to fill in areas like ICT, mathematics, foreign languages and
science, where there are often attractive employment opportunities outside of teaching.
There is also an equity dimension to teacher shortages: in countries experiencing general
teacher shortages, students in schools in remote or disadvantaged areas tend to find
themselves in classes with the least experienced and qualified teachers.

As well as concerns about whether there are enough newly qualified teachers, some
countries also express concern about the quality and motivation of a proportion of teacher
trainees. Enrolment in teacher education programmes is often a second or third choice,
and tends to attract those who have lower academic qualifications. Completion rates are
low in some programmes, and the proportion of graduates entering teaching is often
below expectations.

The ageing of the teaching workforce is compounding these recruitment concerns. On
average, 26% of primary teachers and 31% of secondary teachers are aged over 50 years,
and in some countries more than 40% of the teachers are in this age group (OECD,
2004a). Large numbers of retirements are likely in the next few years. Furthermore, the
attractiveness of teaching as a profession — as indicated by relative salaries and social
status — has declined substantially in some countries in recent years. In 14 of the 19
countries with relevant data, the salary of a lower secondary teacher with 15 years of
experience grew more slowly than GDP per capita between 1994 and 2002.

The problems that some countries face with teacher supply are sometimes attributable
more to the high turnover experienced in the early years of the teaching career than to a
shortage of qualified new entrants. The research indicates that teachers who leave the
field often found that the factors which attracted them to teaching — working with
students and colleagues, professional autonomy, and opportunities for personal and
intellectual growth — were increasingly difficult to achieve in the day-to-day realities of
the job. Although attrition rates are highest in the first few years of teaching, and decline
with age, in most countries there are still reasonably large numbers of experienced
teachers who leave before retirement, and who cite reasons such as these.
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Many countries are concerned that the proportion of males in teaching is declining,
especially in light of concerns about boys’ achievement in schools. On average, males
constitute only 20% of primary teachers in OECD countries, and data on trainee teachers
collected for this study suggest that this proportion is likely to decline even further in
coming years. Some countries also report concerns about an imbalance between the
cultural or language diversity of the student population and that of the teaching body at a
time when the proportion of minority students is increasing.

Some of the participating countries report that they do not currently face shortfalls in
teacher numbers, and that there are many more qualified applicants than teaching
vacancies. Nevertheless, countries with an oversupply of teachers still face significant
policy challenges. There can be high individual and social costs when substantial
resources are invested in teacher education but many graduates are not able to find work
as teachers, and especially so where their qualifications are not widely recognised
elsewhere in the job market. Several countries report that because the current teacher
workforce is “saturated” it is difficult to ensure that able and motivated people find jobs
as teachers and are not lost to the profession. Even if they do not currently face
guantitative shortfalls, such countries also share a common concern about qualitative
shortfalls in the teacher workforce. Almost all countries report concerns about whether
teachers have the necessary skills and knowledge to meet the demands of modern
schooling and more diverse student populations.

2.4. Analysing Teacher Policy

A key challenge is to understand the complex range of factors — societal, school
system level, and school level — that are giving rise to the teacher policy concerns
summarised above. It is important to identify the ways that these factors interact, and
those which are potentially open to policy influence. Figure 2.1 provides a conceptual
framework summarising the range of factors involved and the way they interconnect. The
framework was derived from a literature review prepared as background for the study
(Santiago, 2002).

Starting with the view that the overarching policy objective is to ensure the
effectiveness of the teaching workforce in all schools and classrooms, Figure 2.1 groups
the factors that shape teacher policy into five main clusters. The Preparation and
development of teachers group includes factors associated with initial teacher education,
the certification of teachers, and the professional development of teachers during their
careers. The Career structure and incentives cluster groups those factors that define the
willingness of individuals to work as a teacher. The Demand for teachers cluster
comprises the elements that define the number of teachers needed, while the Structure of
the labour market group involves those aspects that determine the way in which teacher
demand and teacher supply interact, including the recruitment and selection procedures.
Finally, the School processes group encompasses those features of the work in schools
that influence the effectiveness of teachers. In addition to the clusters specific to teacher
policy, the framework also recognises the influence of the organisation of the school
system, the interaction with labour markets outside of teaching, and the impact of societal
developments.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



5002 @30 © 9-208T0-79-26 NESI ~ SYIHOVIL IAILIT443 ONINIVLIY ANV ONIdOTIAIA "ONILOVHLLY -¥ILIVIN SHIHOVIL

fuluielay

saanoeld
fujuiea) pue buiyaeal

SuolIpuod
Bupiom

jejs yoddns diysiapes| pue
“y40m Jo uorjesiuehig Kwouoyne jooyag

/ fungeiunose pue $3Inpaoid |essiwsip J
uonanpuj uoljen|en; L
. uonenjers Henreay pue juawhojdap
uoniubooal ‘siaures} ‘ ‘ Kouauedsuel
'$nooj ‘siapinoid ‘sjapow Jusuiiniaal uolaajag 0 |3n8] pue sdeb uonewIou
6 ‘A $3ssadoud |ooyag 10 1aha p 1 wl
uipuny ‘Ai1qIssaoy S1842ea} JO Juawade|day
K
\ uoneanpa adinias-ul pue S89UB[BQWI 0} pUOdSal 0} SWSIUBYDIB|N o
siayoea) jo uojeayiuas | | WaWdoanap jeuoissajoid e o e~
pue Buisuaary siakojdws ‘uonnaduwod Jo (9ra7
e 18)4ew Inoqej Jo aInjanijg
$10040S UM SAIYSIBULEd 3%1010Mm V4
UOIBN[BAS PUB UOIEHPAIIY o , L
$8IN0J Bulules) dARUIBYY o _w:_—_uuw- u—: E mmw=w>_—uw=m 18110 \ 1
3]} pue co:m_:oa . f aw} Buiuses| paiinbay e P
sawLLelfol
peoj| Buiyoes] e 1
10 siseydwa pue Jusjuoy e 8715 SSB|) o \ 1
S[OPO « sinoy Bunjiom o Ay .

SJUBpNIS 40 Jaquiny o
uoijeanpa 13yaea} [eniu|

SpJemal Jo UorenuslayIg
Awouolne [eu0ISS8}0.d
fuidojanaq SAAIJUBOUI A1B}aUOL-UON
) SBAIUBIUI AlBJBUO|N
uoniowoud 1o} sapiunpoddo
10BJ3U09 40 adA} ‘snyeis [eba]

s13yaea} Jo juawdojanap
pue uonesedaid

Sanjuaul pue
aInjanujs Jaaies

fuanae jo
$10}935S J1ay}0 J0 SjayJew noge]

Aarjod sayaeap

N
A N )

S P‘ faijod jooyag
~ N — —

- -

< b In.l/. $|00Y2S J0 AJJ0yINe JO Seale pue uofesIuehio ‘Wwaishs
S ~— esU0dsal JO UORNGLISIP SI0MBLLIEL) A}|IGEIUN0IIE
.- TS~ PUB UOITeN[_Ad ‘39104 |00YS ‘@ueul) pue JaBpng [00Y9S
M Ra108 \z wajshs [0oyas jo uonjesiuehig
~ -

-~ - -
- ———— -~
-~

-
- o
e, e, ==

A11An9e 81 10 daomawed) en1dsouo) 'T°z ainbi

Hm —¢(INV1HOdNI AD1110d ¥3HOVIL SI AHM ¢



e =-—-

—_———— = -

5002 @30 © 9-208T0-79-26 NESI ~ SYIHOVIL IAILIT443 ONINIVLIY ANV ONIdOTIAIA "ONILOVHLLY -¥ILIVIN SHIHOVIL

-
CEE T T -
. -

el

~
S~

-
LI ~
.

~

-
-
.

~

~

-
S
.

SEITRLEEE
4O uoneIIla) —
juawdojanap

i3yio

S1S00 UOIJOBSUBI] o
sdeb uonew.oju|

.

[BSSILUSIP 10} BLIBIID o

SSILUSIP UBD OYM o

U01303]9S 10} BLAHID o
PASLETES

puB SHNIOBI YA o

i

uones!
|essiwsip

pue uona8|as
‘uawyiniaay

suonnyysul

\

SJUBLUBIA [BNJOBIIUOY o
SUEIT ST
1ebieg «
Buiurebleq jo
1JU3D JO [aA8T o

J1a)jiew noge]

10109s 8jeAId JO 8ZIS o
s19y2ea} Jo siakojdwa
40 SO1ISLISIORIBYD

pUB JaquInN o

JUBWIUIBA0D JO 9]0y o

uonadwos
10 |3A37

- /

[euoissajoud
pue uoiyeanpa
[BIHUI Jayoed) —

uopeayiLiad

jo)dew Inoqej 13yaea) ayj Jo sjuawa|a |einpanisg

=

PUE UOIJBINPa J18YJes| o
SaAIUBIU
Alejauow-uoy —
SaAIUadUI AIejauopy —
uoissajoid
U} JO SSAUSAOBINY o

s13yaea} jo Ajddng

Rynnae Jo s10}33s Jayjo
10 sjayiew Inoge]

$|00yds SS01Je Si8ydes] Jo uonnq

9010ppi0M BUIYES] JO UONNGLISIP SIS PUE JAquINY
J9)}JBW Jnoge| 13yJea} ay} Jo SawoanQ

<

13w
Inoge Jayasea

qesu0dsal Jo uolNqLISIp HJomauwes) A
PUB UOIIBN[BAS ‘821049 [00YIS ‘89UBUl [00YIS
wajshs jooyas jo uonesiuehig

$|00Y9S 40 A}10UINE JO Seale pue uoljesIueblo ‘Wwa)sAs
S$S0J0E S9I

BJUN020R

18410
Bulules| soueisip
pue ABojouyda) e
Jeis poddng o
awiy Bujules| pasnbay e
peoj buiyoes] e
9ZIS SSB|) o
SJUBpNIs JO Jaquinp e

sIayaea}
10} puewaq

(700z ‘obenues wouj paonpoadal) 19xJew Inoge| Jayoesl ayl o) dJomawel 'z’ ainbi4

(INVLIHOdI ADIT0d ¥3HOVIL SI AHM "¢ — Nm
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The analysis of teacher policy in this project concentrated on four main issues: policies
intended to make teaching a more attractive career choice (Attracting in Figure 2.1); to
improve teacher education, professional development and certification (Developing); to
improve teacher recruitment, selection and assignment to schools (Recruiting); and to retain
effective teachers in schools (Retaining). The ordering of the key policy issues in this way
broadly corresponds to stages in the career paths of teachers. Nevertheless, these policy
issues should not be regarded as distinct from each other. For example, many of the factors
that shape the attractiveness of teaching to potential new entrants (salaries, career
opportunities and so on) are also likely to be significant in retaining effective teachers in
schools. Listing them separately recognises, though, that some factors are likely to become
progressively more important once people have been teaching in school for some time (e.g.
school leadership, working conditions, and job satisfaction), and about which potential
teachers would have little direct knowledge. Accordingly, the position of the four circles in
Figure 2.1 reflects those factors that are likely to be more directly influential for each of the
four key issues. Each of these is examined in different chapters in the report but with
extensive cross-referencing throughout.

2.5. Analysing the Teacher Labour Market

Key features of teacher labour markets

A major part of the project was concerned with better understanding the operations of
the teacher labour market in participating countries. Key aspects include the responsiveness
of teachers to incentives, the trade-offs governments face in defining the number of
teachers needed, and the mechanisms that assign teachers to schools. Each of these aspects
is addressed in separate chapters below. In this section, an overall view of the teacher
labour market is provided.

The functioning of the teacher labour market determines, for a given school system, the
number and characteristics of teachers, their distribution across schools, and the prevailing
employment conditions including the wage structure. Teacher labour market analysis
typically studies the determinants of the number of teachers needed; the factors which
influence individuals’ willingness to prepare for a teaching job, enter the teaching
profession and remain in or return to teaching throughout their working lives; and the role
of labour market institutions such as collective bargaining, recruitment and selection
processes and contractual elements in the matching between potential teachers and
education authorities.

The teacher labour market has a number of important structural features that help shape
the teaching workforce and the nature of teachers’ work, including: (i) the dominant
position in most countries of the government in the education sector as a provider and
regulator; (ii) the segmented and stratified nature of the market; (iii) the characteristics of
the established labour market institutions — e.g. collective bargaining, reward mechanisms,
or public servant status of teachers; (iv) the procedures for recruitment, selection and
dismissal; and (v) the incentives that participants in the teacher labour market face arising
from the organisation of the school system.

The framework for the teacher labour market is shown in Figure 2.2. This framework
identifies three interrelated main areas that define the outcomes of the teacher labour
market. First, the demand for teachers, discussed in Chapter 3, deals with the aspects that
determine the number and skills of teachers needed for education systems to respond to the
education needs of the school-age population. Second, the supply of teachers deals with the
factors that define the number of potential individuals willing to teach in the current school
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system as well as the types and levels of their skills. The supply behaviour of individuals is
analysed in the chapters concerned with making teaching a more attractive career choice
(Chapter 3) and retaining effective teachers in schools (Chapter 6). Issues of skill
development are addressed in Chapter 4. A third central aspect of the teacher labour market
concerns the structural elements that shape the mechanisms through which teacher demand
and supply interact. Their role is explored in Chapter 5 (recruiting, selecting and employing
teachers).

Sources of teacher supply

The supply of school teachers in a given year is defined, in the aggregate, as the number
of eligible individuals available from all sources willing to supply their services under
prevailing conditions. The most important element of teacher supply for a given year is the
retention of teachers from the previous year. Continuing teachers typically have the option
of remaining in the same position from one year to the next. Nonetheless, many teachers
choose to apply for teaching positions in other schools within the same region, in other
subject matter fields, or in a different region. Thus, the flows of practising teachers within
the school system constitute a major source of teachers hired into, or reassigned to, vacant
teaching positions.

A large number of new individuals are also hired by the school system each year. Such
entering teachers are drawn from three sources. The largest one corresponds to former
teachers and past graduates of teacher preparation programmes who did not enter teaching
when they graduated, but could be potentially attracted to teaching with the right incentives.
The second source consists of recent graduates of teacher education programmes. A third
group consists of university graduates who have not completed a teacher preparation
programme and who have not previously taught. They are sometimes referred to as entrants
via alternative routes. Some countries also consider hiring overseas teachers. The typical
flows in and out of the profession are shown in Figure 2.3. A major part of the project
involved documenting trends in these flows, and the key causal factors involved.

The supply behaviour of teachers involves a series of decisions, namely: (i) whether to
train to become a teacher; (ii) whether to become a teacher after training; (iii) whether to
switch teaching location; (iv) how long to stay in teaching; and (v) whether to return to
teaching after a career interruption. These decisions are affected by a common set of factors
but to different extents. For instance, the decision of whether or not to enrol in teacher
education is likely to be particularly sensitive to the existing supply of teacher education
programmes or the provision of specific incentives such as scholarships. In turn, the
decision of whether or not to become a teacher is likely to be particularly responsive to
relative salaries of teachers and opportunities outside teaching. Similarly, factors such as
relative working conditions (e.g. school leadership, and composition of the student body)
are likely to be important in the decision on where to teach and whether to stay in the
profession. These aspects are explored in Chapters 3 and 6 in particular.
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Figure 2.3. Flows in and out of the teaching profession
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Chapter 3

MAKING TEACHING AN ATTRACTIVE CAREER CHOICE

Summary

The teaching profession needs to be competitive with other occupations in attracting
talented and motivated people. This chapter reviews the trends that are raising concerns
about teaching’s attractiveness as a career choice, reviews the evidence on the main causal
factors involved, and develops policy options for countries to consider.

There are two broad concerns about the supply of teachers. One relates to teacher numbers:
many countries are either currently experiencing, or will shortly face, a quantitative
shortage of teachers. There are particular concerns about teacher shortages in areas such as
mathematics, science, ICT and languages. Teacher shortage problems seem to be most
acute in schools serving disadvantaged or isolated communities. The other concern is more
qualitative, and reflects trends in the composition of the teacher workforce in terms of
academic background, gender, knowledge and skills. The ageing of the teaching workforce
is compounding recruitment concerns. On average, 26% of primary teachers and 31% of
secondary teachers in OECD countries are aged over 50 years, and many will retire in the
next few years.

There are a number of countries where teaching is held in high regard as a career, and there
are many more qualified applicants than teaching vacancies. The experience of such
countries helps counter the view that teaching is a profession in long-term decline. Counter
evidence is also supplied by those countries that have experienced an upturn in demand for
teaching jobs in recent years.

Policy responses are needed at two levels. The first seeks to improve teaching’s general
status and competitive position in the job market, and broaden sources of teacher supply to
include well-qualified people from other careers and former teachers. The second involves
more targeted responses to particular types of teacher shortages, including stronger
incentives for teachers with skills that are in short supply, and encouragement and support
for teachers to work in challenging schools or difficult locations.

Those countries experiencing teacher over-supply have the opportunity to be much more
selective about those who are employed. Initiatives underway include a broadening of
teacher selection criteria and well-structured induction and probationary processes to ensure
that the best candidates get the available jobs.
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A fundamental requirement for providing quality teaching in schools is that motivated
people with high-level knowledge and skills choose to become teachers. The teaching
profession needs to be competitive with other occupations in attracting talented people.
This chapter reviews the trends and developments that are raising concerns about teaching’s
attractiveness. It then examines the policy tools that are potentially available to attract able
people into teaching, reviews the evidence on the main causal factors involved, and
discusses those that are most open to policy influence. The chapter includes descriptions of
policy initiatives in participating countries, and develops policy options for countries to
consider.

In terms of the model of the teacher labour market outlined in Section 2.5, the chapter
focuses on those who are currently not in the teaching profession: potential new entrants to
teaching and potential re-entrants to teaching. Issues to do with the attractiveness of
continuing in teaching — including job satisfaction, working conditions and career structure
— are discussed in Chapter 6.

3.1. Concerns about Teaching’s Attractiveness

3.1.1. Countries have quantitative and qualitative concerns — which are
interrelated

The Country Background Reports express two broad concerns about the supply of
teachers. One relates to teacher numbers: many countries are either currently experiencing,
or will shortly face, a quantitative shortage of teachers. For example, based on current
trends, the Netherlands estimates that the number of unfilled teacher vacancies in primary
schools will more than double in three years: from 2 800 full-time equivalent teachers in
2003 to 6 000 teachers in 2006.) The other concern is more qualitative in nature, and
reflects trends in the composition of the teacher workforce, and trainee teachers, in terms of
academic background, gender, competencies and so on.

Quantitative and qualitative concerns about teacher supply are interrelated. In the short
run, school systems facing quantitative teacher shortages typically respond by one of two
means, both of which raise quality concerns:

— Lowering qualification requirements. If a qualified applicant is not available to fill a
teaching position, a less qualified applicant may be hired (“out-of-licence” teaching) or
other teachers may be required to teach outside their areas of qualification (“out-of-
field” teaching). In addition, school systems facing shortages may be compelled to
keep employing teachers with poor performance records; or

— Raising teaching loads. The number of teachers required can be reduced by increasing
the workloads of teachers, for example, by increasing class sizes and/or by increasing
the average number of classes assigned to each teacher.

The absence of quantitative teacher shortfalls is no guarantee that countries do not face
significant challenges. For example, Korea, a country that does not face teacher shortages,
nevertheless expresses concern that in secondary education “the serious oversupply of

! Unless otherwise indicated, references to country data and developments are taken from the background reports prepared by
countries participating in the OECD teacher policy project. To save space, the background reports are not individually cited.
Appendix 1 provides information on the background reports, their authors, and availability.
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teacher candidates [means that] many excellent high-school graduates avoid entering
teacher education institutions”. There can be shortages of teacher supply in qualitative as
well as quantitative terms.

Such concerns are expressed not only by policy makers and official agencies, but also
by teachers themselves. As discussed below in the section on the status of teaching, surveys
of teachers consistently report concern about negative public perceptions of teaching, and
the impact this will have on attracting talented new people into the profession.

It is important to note, however, that there are a number of countries where teaching
still seems to be held in high regard as a career, and there are many more qualified
applicants than teaching vacancies. The experience of such countries helps counter the view
that teaching is a profession in long-term decline. Counter evidence is also supplied by
those countries that have experienced an upturn in demand for teaching jobs in recent years.
Such examples are discussed in the sections below.

3.1.2. There are only limited international data on teacher shortages

At the international level there is no clear, universally accepted measure of what
actually constitutes a teacher shortage. Countries differ substantially in how they define a
“qualified” teacher and the extent to which the rules requiring full qualifications can be
relaxed in order to staff schools.

Two indicators are commonly used to measure the extent of teacher shortages but each
of these has its limitations (Wilson and Pearson, 1993):

— Vacancy rates: The simplest measure is the number of unfilled vacancies for teachers.
Despite its appeal, this measure has limitations. Very few vacancies cannot be filled in
some way (e.g. through unqualified or temporary staff). Further, some schools might
not create vacancies if they are unconvinced that a post will be filled by an appropriate
teacher. However, even though a low number of unfilled vacancies does not
necessarily mean there are few shortages, a high number provides strong evidence of
shortages. This is especially so if information is also available on the number of
“difficult-to-fill” vacancies, those which have been unfilled for a significant period of
time, or the proportion of positions filled by teachers who are not fully qualified.

— Hidden shortages: These are said to exist when teaching is carried out by someone
who is not fully qualified to teach the subject (“out-of-field” teaching) and is usually
measured as the proportion of teachers teaching a subject in which they are not
qualified. Nevertheless, this measure also has limitations as out-of-field teaching might
result not only from shortages but also from the way schools are managed. In fact,
many principals find that assigning teachers to teach out of their fields is often more
convenient, less expensive or less time-consuming than the alternatives (Ingersoll,
1999).

Comparable international data on these two indicators are not available. However, a
number of individual countries have national data which, although not strictly comparable,
can help to construct at least part of the international picture. The OECD project has
collected further information from participating countries to help fill some of the gaps. In
addition, two major recent OECD surveys — the 2000 Programme for International Student
Assessment (PISA) and the 2001 International Survey of Upper Secondary Schools
(ISUSS) - collected information from secondary school principals on various aspects of
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teacher shortages in a wide range of countries. All of these data sources are used below to
provide different perspectives on concerns about teacher supply.?

3.1.3. In some countries school principals report serious recruitment difficulties

The 2001 ISUSS survey indicates that secondary school principals report major
difficulties in recruiting teachers in various subject areas (Figure 3.1A). The area in which
the reported difficulties are greatest is computer sciences with 49% of upper secondary
students attending schools where the principal reported that hiring fully qualified teachers is
difficult. Other problematic subject areas are mathematics (33%), technology (33%),
foreign languages (32%) and sciences (30%). The results indicate large differences among
countries in the extent of recruitment difficulties. Among the countries surveyed, principals
in Belgium (Flemish Community) and Switzerland reported high levels of recruitment
difficulties in computer sciences/information technology (Figure 3.1B) and mathematics
(Figure 3.1C), Hungary and Finland in computer sciences, and Denmark and Ireland in
mathematics. By contrast, France, Italy, Korea, Mexico, Portugal and Spain seem to have a
relatively large pool of qualified candidates for teaching positions.

The 2000 PISA results showed that in half of the OECD countries, a majority of 15-
year-olds attend schools where principals believe that student learning is hindered by a
teacher shortage or inadequacy. Figure 3.2A summarises the results. In Germany, Greece,
the United Kingdom, Mexico, Sweden, Finland, Norway and Iceland at least two-thirds of
students were enrolled in schools where principals reported this concern. In contrast, at
least two-thirds of students in Spain, Austria, Switzerland, Chile, France, Poland, the Czech
Republic and Hungary were enrolled in schools where principals thought there was no
adverse effect of a teacher shortage/inadequacy on student learning.?

Figure 3.2B indicates that school principals generally perceived a teacher
shortage/inadequacy as more problematic for student learning in mathematics and science
than in the language of instruction (the three areas assessed in PISA 2000). This is
particularly the case in Australia, Chile, Iceland, the Netherlands, New Zealand, Norway,
the United Kingdom and the United States. These problems in regard to mathematics and
science teachers are broadly consistent with those reported earlier from the ISUSS survey,
as well as the information provided through the Country Background Reports. In Norway,
for example, where more than 50% of the teachers in natural sciences at upper secondary
level are aged over 50 years and relatively few students with a science background enrol in
teacher education, there are concerns about the future of these subject areas in schools.
Even countries like Finland, which do not have a general teacher shortage, express concern
that enrolments in mathematics and science teacher education are well below the necessary
levels.

2 The OECD is working with countries to improve international data on teachers through the Indicators of Education Systems
(INES) project. Chapter 7 discusses priorities for future data development.

% Such results could be influenced by differences in how principals interpret a “teacher shortage/inadequacy” and assess its effects.
For example, principals in countries generally less affected by teacher shortages may consider a recent or modest level of shortages
as having an important impact on student learning, whereas principals in countries with more long-term shortage problems may see
things differently.
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Figure 3.1A. Average perceived difficulty of hiring qualified teachers in various study areas
Cross-country mean percentage of upper secondary students attending schools where the principal reported that
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Source: OECD
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Figure 3.1B. Average perceived difficulty of hiring qualified teachers in computer

sciences/information technology, by country, 2001
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1C. Average perceived difficulty of hiring qualified teachers in mathematics, by
country, 2001
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Figure 3.2A. Principals’ perceptions of whether a shortage/inadequacy of teachers hinders student

learning, 2000
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In providing their perception of the extent to which the learning of 15-year-old students is hindered by a

shortage/inadequacy of teachers, principals are expected to answer “Not at all”, “A little”, “Some” or “A lot”. For the

Netherlands, the response rate is too low to ensure comparability.
Source: OECD PISA Database, 2001.

Figure 3.2B. Principals’ perceptions of whether a shortage/inadequacy of teachers hinders

student learning, by subject area, 2000

Percentage of 15-year-old students enrolled in schools where principals report that learning is hindered “to some
extent” or “a lot” by a shortage/inadequacy of teachers in the following subject areas:
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Note: Only countries for which the perception of principals of whether shortages in general hinder student learning is above a
certain threshold are considered. The threshold is defined as the sum of “Some” or “A lot” responses being at least 9% for
shortages in general (indicator shown in Figure 3.2A). Countries are ordered, from left to right, according to the value of that

sum. For the Netherlands, the response rate is too low to ensure comparability.
Source: OECD PISA Database, 2001.
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Analysis suggests that there is a relationship, albeit modest, between a teacher
shortage/inadequacy as perceived by principals and student performance on the PISA tests.
In general, in schools where principals report that student performance is hindered by a
shortage or inadequacy of teachers, student performance is lower (OECD and UNESCO,
2003)." Notably, this relationship appears to be stronger for countries where teacher
shortages have been identified as more severe, including Australia, Belgium, Sweden,
Switzerland, the United Kingdom, and the United States.

The 2000 PISA survey also asked principals for their perceptions of the impact of a
range of other aspects relating to teachers. In most countries, school principals perceived
that teacher shortage/inadequacy were not among the main teacher-related factors directly
hindering student learning. Teachers not meeting individual students’ needs, staff resisting
change, students lacking respect for teachers and low expectations of teachers emerged as
larger concerns (Figure 3.3). These results suggest that some school principals are more
concerned about qualitative than quantitative shortfalls in the teacher workforce. Of course,
there may be knock-on effects of teacher shortages that influence these other factors. For
example, where schools have to rely on short-term replacement teachers, or ungualified
teachers, this could worsen discipline problems and student respect for teachers.

Figure 3.3. Principals’ perceptions of the extent to which teacher-related factors hinder student
learning, country mean, 2000

Percentage of 15-year-old students enrolled in schools where principals report that learning is hindered “to some
extent” or “a lot” by the following teacher-related factors:
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Note: In providing their perception of the extent to which the learning of 15-year-old students is hindered by the teacher-
related factors indicated above, principals are expected to answer “not at all”, “a little”, “some” or “a lot”. The country mean
is based on Chile, Israel and OECD countries (excluding the Netherlands as a result of its low response rate, and the Slovak
Republic and Turkey which did not take part in PISA 2000).

Source: OECD PISA Database, 2001.

4 These results show only that the two factors are associated, not that one causes the other. It is possible that certain other variables
(e.g. the socio-economic context of the school) could lead to both lower student scores and to teacher shortages. To explore
potential causality, further (multivariate) analysis is needed.
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3.1.4. Unfilled vacancies are evident in some countries

In the absence of international data on unfilled teacher vacancies, national studies
provide indications of the concerns. In the Netherlands, about one in seven regular new
teaching positions in secondary schools were not filled when the 2000 school year started,
more than twice the rate observed in 1997 (Figure 3.4A). In England in 2003, 1.6% of all
secondary teaching posts in information technology were not filled by January, some four
months after the start of the school year (Figure 3.4B). There were slightly lower unfilled
vacancy rates of between 1.0-1.5% in mathematics, English, sciences and languages in
2003. Encouragingly, however, the English data indicate a reduction of unfilled vacancy
rates from their 2001 peak year.

Figure 3.4A. Percentage of unfilled teaching vacancies, the Netherlands, by level of education
and region, 1997 and 2000
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Note: Figures correspond to the percentage of regular vacancies unfilled at the beginning of the school year, relative to the
total number of regular vacancies before the school year.
Source: Ministry of Education, Culture and Science, the Netherlands (2002).

Figure 3.4B. Percentage of unfilled vacancies, England, by subject area, secondary schools,
1996 to 2003
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Note: Figures correspond to unfilled vacancies in January as a percentage of teachers in post for the respective subject area in
publicly funded secondary schools. The 2001 vacancy figures are likely to have been overstated. Results from a telephone
survey of vacancies at around the same time showed a 10-20% increase in secondary vacancies compared to 2000. The 2002
survey introduced data on temporarily filled posts across all grades. This helped schools and local authorities interpret the
vacancy definition more accurately, and provides additional information on posts that are not permanently filled.

Source: Department for Education and Skills (2003, 2004).
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In Belgium (Flemish Community) in the 1999/2000 school year, there were only 0.75
teachers in lower secondary education available for every interim vacancy. In upper
secondary education, the ratios were different, with 2.7 teachers available for every interim
vacancy. However, the candidate teachers did not always have the subject qualifications
required, and unfilled vacancies persisted in subjects such as mathematics, French, Dutch
and technical education.

The Flemish data underline the fact that teacher shortages are usually spread unevenly
throughout school systems. Figure 3.4 showed that unfilled vacancy problems were not
universal in the Netherlands and England either, but were greater in secondary than primary
education (the Netherlands), in the more urbanised western areas of the Netherlands, and in
information technology and mathematics than in other subject areas (England).

As noted earlier, it seems rare that a significant proportion of vacant teaching positions
remains unfilled. Results from the 2001 ISUSS survey show that countries generally hire
teachers who are not fully qualified, or increase current teachers’ workloads, when facing
recruitment difficulties (Figure 3.5). Hiring policies, and internal school practices, ensure
that teachers are present to staff almost all classrooms. Therefore, data on unfilled teaching
vacancies are likely to understate the true extent of the problem, and not fully reflect the
teaching quality problems that may ensue.

Figure 3.5. Methods used to cover teacher vacancies, 2001
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Note: Countries are ranked in descending order of the percentage of upper secondary students attending schools where the
principal reported that they hired a teacher with less than a full qualification. The Netherlands did not meet international

sampling requirements.

Source: OECD International Survey of Upper Secondary Schools (ISUSS) database, 2003. Published in OECD (2003) and

OECD (2004b).
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Table 3.1A. Teachers without full qualifications
Percentage of not fully qualified teachers, primary and secondary public schools, 2001

Below 4% Between 4% and 10% Above 10%

Canada (Qb.) Japan Belgium (FI., primary ed.) Belgium (FI., secondary ed.)
France Korea Chile Finland

Germany Spain Ireland (primary) Israel

Greece England Slovak Republic

Hungary Scotland Sweden

Italy Wales United States

General note: This table was derived from data supplied by countries participating in the project. Data were requested in areas that are not
already available through the OECD’s Indicators of Education Systems (INES) project. Countries drew on existing data sets to meet the
request, and did not engage in any new data collections. Not all countries were able to supply data in the form requested. The table should be
interpreted as providing broad indications only, and not strict comparability across countries. Figures are based on head counts.

Definition: (for the purpose of supplying data in this area, countries were requested to follow this definition): A fully qualified teacher is a
teacher who meets the minimum qualifications set by education authorities for employment as a public school teacher at the level of
education concerned.

Specific notes: The reference year is 2002 for Finland and 2000 for Canada (Qb.) and the United States. Data for Belgium (Fl.), Finland and
Hungary include both public and private institutions. Data for Belgium (FI.), England and Wales refer to full-time equivalent teachers. For
Japan only full-time teachers were considered.

Table 3.1B. Teachers without full qualifications, by school sector
Differences between primary and secondary public school teachers, 2001

Percentage of non-qualified teachers greater ~ Similar percentage of non-qualified teachers Percentage of non-qualified teachers greater in

in primary schools secondary schools
Japan Canada (Qb.) Belgium (Fl.)
Slovak Republic Chile Finland (in vocational schools)
Korea Israel
United States Italy
Sweden

General note: See Table 3.1A.

Definition: See Table 3.1A for definition of fully qualified teacher. Percentages of non-qualified teachers are considered similar if the
difference between them is either less than one fifth of the value of the lowest of the two or less than 1%.

Specific note: See Table 3.1A.

Table 3.1C. Teachers without full qualifications, changes from 1995 to 2001

Decreased Little change Increased
Countries with 1995 percentage Canada (Qb.) Japan Chile
of non-qualified teachers below 5% France Scotland England
Greece Wales Ireland
Hungary Italy
Countries with 1995 percentage Israel United States Sweden

of non-qualified teachers above 5%  Koreq
Slovak Republic

General note: See Table 3.1A.

Definition: See Table 3.1A for definition of fully qualified teacher. Little change occurs in the percentage of non-qualified teachers between
1995 and 2001 either if the change is less than one fifth of the 1995 value or if the change in absolute value is less than 0.5%.

Specific notes: See Table 3.1A. The 1995 reference year is 1994 for the United States, 1996 for England and Ireland, 1997 for Italy, and 1998
for Chile and Korea.
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3.1.5. Some countries have a high proportion of unqualified and “out-of-field”
teachers

The proportion of fully qualified teachers provides another indication of teacher
shortages. As indicated in Table 3.1A, six of 21 countries reported that more than 10% of
the teacher workforce in public schools did not hold the necessary minimum qualifications
in 2001 (Belgium, Flemish Community, secondary schools; Finland; Israel; the Slovak
Republic; Sweden; and the United States). Overall, the proportion of teachers lacking such
qualifications tended to be greater in secondary schools than in primary schools
(Table 3.1B). Notably, in only three of the 16 countries which supplied relevant data did the
percentage of non-qualified teachers decrease between 1995 and 2001 (lIsrael, Korea and
the Slovak Republic — see Table 3.1C). In eight countries there was little change between
1995 and 2001 in the percentage of teachers who lacked the necessary qualifications, but in
five others the proportion increased.

The extent to which classes are taught by teachers who lack qualifications in the area
concerned is another relevant indicator. Figure 3.6 shows, for United States high schools in
1999/2000, that at least 20% of the teachers in eight different subject fields did not have a
degree (major or minor) in the subject they taught. The extent of out-of-field teaching was
much higher in foreign languages (34%), life sciences (37%) and, especially, physical
science (51%) and history (58%). In seven of the eight subject areas the proportion of
teachers without a relevant degree had increased from 1993/94.

The Slovak Republic has put together the various measures of teacher qualifications to
provide an overall indication of teacher supply concerns. In 2001 it was estimated that
around 25% of primary classes, 30% of lower secondary classes, and 15% of vocational
classes were taught by teachers who did not have teaching qualifications, or were teaching
out-of-field, or who had already reached the official retirement age.

Figure 3.6. Percentage of public high school (grades 9-12) teachers without a degree (major or
minor) in course taught, United States (1993-94 and 1999-2000)
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Source: U.S. Department of Education (2002).

3.1.6. Shortages are associated with an inequitable distribution of teacher
resources

There is evidence that in countries experiencing general teacher shortages, students in
schools in remote or disadvantaged areas tend to find themselves in classes with the least
experienced and qualified teachers. Teachers who work in schools with high concentrations
of disadvantaged students often experience higher rates of attrition and turnover, which
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raises concerns about the continuity of educational programmes in such schools. (Box 3.1
outlines recent initiatives in France to redress the problem of inexperienced teachers being
heavily concentrated in disadvantaged schools.)

The connection between the distribution of teachers across schools and educational
equity is particularly well documented in the United States. Lankford et al. (2002) show
striking differences in the qualifications of teachers across schools in New York State.
Low-income, low-achieving and non-white students, particularly those in urban areas, find
themselves in classes with many of the least qualified teachers. In such cases salary
variation rarely compensates for the difficulties of teaching in disadvantaged schools and,
in some cases, contributes to the disparities.

Box 3.1. Improving the distribution of teachers" skills and experience across schools
in France

France has moved to reduce the weight given to seniority in determining which candidates
are appointed to teaching vacancies. This is intended to address the concern that beginning
teachers were being mostly assigned to the more difficult and unpopular schools, with potentially
adverse consequences for student learning and their own career development. Until recently,
around two-thirds of recent graduates from initial teacher education started their career in a post
classified as “difficult” — as a substitute teacher, or in a priority education zone (ZEP, Zone
d’éducation prioritaire), or in a school located in a “difficult” area.

A series of initiatives has been implemented in order to improve the distribution of teachers’
skills and experiences across schools:

— the establishment of a salary bonus for teachers in schools which belong to a priority
education zone, to encourage more experienced teachers to apply for vacancies;

— the creation of a number of “posts requiring specific qualifications” (postes a
exigences particulieres) in the suburban area around Paris with a series of benefits
regarding placement, training and career progression;

— the granting to recent graduates from initial teacher education of “bonus” points which
improves their chances of successfully applying for their preferred schools;

— the creation, in the priority education zones of Paris’ suburbs, of special “group”
teaching posts to which teacher trainees with well-developed strategies for improving
school outcomes can jointly apply. In general, the teacher trainees are appointed to the
post during their final year of initial teacher education, for a period of five years. The
intention is to ensure that new teachers are better prepared for working in
disadvantaged schools, that they develop skills in teamwork and project
implementation, and that the schools have greater continuity of staffing.

These measures seem to be having a positive impact although they are still fairly limited in
scope. Across France, the eight least popular académies (school regions), to which around 67% of
all newcomers were once appointed in 1999, accounted for 58% of new teachers in 2000. The six
most popular académies received 15% of new teachers in 2000 as opposed to 10% in 1999. The
“posts requiring specific qualifications” introduced in 2001 attracted over 2,000 candidates for
700 vacancies, which made it possible to assign fully qualified teachers (rather than trainees) to
90% of them, but only two out of five appointees were experienced teachers.

These results are confirmed by Murphy et al. (2003) who used data from the 1999/2000
School and Staffing Survey conducted by the US Department of Education to find that
urban schools and those with relatively high populations of minority and low-income
students were more severely affected by teacher shortfalls. Ingersoll (2003) corroborates
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these findings by showing that the proportion of secondary teachers without a degree
(major or a minor) in the subject taught is highest in high poverty schools (Figure 3.7).

Figure 3.7. Percentage of secondary teachers (grades 7-12) without a degree (major or minor) in
subject taught, United States, 1999-2000

[ Low poverty schools [ All public schools I High poverty schools

English Mathematics Science Social studies

Note: Low poverty refers to schools where less than 15% of the students receive publicly funded free or reduced price while
high poverty refers to schools where over 80% do so.

Source: Ingersoll (2003).

Box 3.2. Attracting teachers to remote and rural areas in Australia

In Australia, schools in remote and rural areas have been experiencing difficulties in
attracting and retaining teachers. To encourage teachers to teach and remain in those areas beyond
the minimum required service period, special incentives and teacher education programmes are
offered in most States, as illustrated by Queensland and New South Wales.

The Queensland Remote Area Incentive Scheme provides teachers who teach in remote and
rural schools with financial benefits and support, including:

—  Compensation benefits ranging from AUDS$ 1 000 to 5 000 per year, plus an additional
payment for dependants to offset the travel costs to certain districts.

— Incentive benefits ranging from $2 000 to $5 000 per year to encourage teachers to
remain in rural and remote schools after the designated service period.

— Induction programmes for newly appointed teachers to assist preparing for service in
rural and remote areas.

— Additional leave ranging from 5 to 8 days to cover leave to travel to major centres to
conduct urgent personal business, including medical and dental appointments.

The New South Wales Department of Education has developed a pre-service teacher
education programme, “Beyond the (Great Dividing) Line, to provide students with first-hand
experience of living and teaching in rural areas. Students in the second, third and fourth years of
their initial teacher education visit rural areas and become guests of the schools for three days. In
2002 about 400 students from eight universities participated in the programme. Nineteen
participants in the 2001 programme who completed their education in 2001 accepted permanent
appointments in 2002 to “Beyond the Line” schools.

Boyd et al. (2003) argue that several features of US teacher labour markets increase the
likelihood of an inequitable distribution of qualified teachers. First, the existence of a single
salary schedule in most school districts makes it very difficult to raise salaries to attract
more qualified teachers to hard-to-staff schools without also raising salaries in other
schools. Second, the seniority-based recruiting method used in many districts encourages
teachers in hard-to-staff schools to transfer to other schools after gaining some experience,
thereby taking their on-the-job training with them. Third, the reliance on local property
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taxes for much school funding results in substantial differences between school districts in
the capacity to pay for schools and teacher salaries.

The issues are not confined to the United States. For example, in Australia there are
difficulties in attracting teachers to rural and remote areas and retaining them there beyond
the minimum period required by employment contracts (see Box 3.2 for some recent policy
responses). On the other hand, in the Netherlands the challenges of teaching in urban
schools mean that the four largest cities have considerable problems filling teacher
vacancies; in 2001 a quarter of the vacancies in those cities were not filled at the start of the
school year, and around half the teachers are unqualified or underqualified. In the Slovak
Republic, the poorest regions have the lowest proportions of qualified teachers. Hungary
reports that, despite a general oversupply of teachers, primary schools, especially those with
a high proportion of Roma students, often lack teachers with majors in some subject areas.

3.1.7. Some countries have concerns about attracting quality students to enter
teacher education

Trends regarding student numbers in initial teacher education vary considerably across
countries. Data supplied by countries participating in the project reveal that in just over half
the cases there has been an increase in the number of students entering initial teacher
education programmes (Figure 3.8). Trends are particularly positive in Chile, Ireland,
Israel, Norway, and the Slovak Republic where the number of students entering initial
teacher education programmes increased by more than 20% between the periods 1995-1997
and 1999-2001. By contrast, for the same periods, the numbers entering teacher education
dropped in eight countries, with falls of more than 10% in Belgium (French Community),
France, Germany, Mexico and Scotland.

Figure 3.8. Index of change between 1995-97 and 1999-2001 in number of students entering
initial teacher education programmes, all types of programmes (period 1995-97 = 100)
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Note: The index is calculated as the ratio between the average number of students entering initial teacher education
programmes over the period 1995-97 and the average number of students entering similar programmes over the period 1999-
2001 (multiplied by 100). The reference period for Chile is 1996-98.

Source: Data supplied by countries participating in the project. Data were requested in areas that are not already available
through the OECD's Indicators of National Education Systems (INES) project. Countries drew on existing data sets to meet
the request, and did not engage in any new data collections. Not all countries were able to supply data in the form requested.
The chart should be interpreted as providing broad indications only, and not strict comparability across countries.
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Box 3.3. Incentives to attract individuals into teaching in England and Wales

The Training Bursary scheme is aimed at students in postgraduate initial teacher education
in England and Wales. Trainee teachers who are on an eligible course receive a £6 000 training
bursary, and do not have to pay tuition fees. Those on flexible postgraduate routes are able to
claim £3 000 after the first module and the remaining £3 000 when they are recommended for
teacher certification.

Another incentive is payable to some trainee teachers in England through the Secondary
Shortage Subject Scheme. This is an additional fund for eligible trainees in specified secondary
subjects where there is a national shortage of teachers. Payments are based on a needs’
assessment carried out by the training provider. For trainees under 25 years old, the maximum
payment is £5 000 per year.

The Golden Hello scheme in England makes an additional £4 000 available for eligible
postgraduates teaching specified subjects. This can be claimed by those who successfully
complete teacher induction within a specified period and are working in a relevant teaching post
in the maintained sector. Similarly, in Wales, those in specified secondary subjects receive a
£4 000 teaching grant on successful completion of the first year of teaching, provided that the
same subject continues to be taught.

Newly qualified teachers who are taking classes in a designated shortage subject area in
England and Wales benefit from the repayment of their student loans. The scheme applies to
teachers who spend at least half of their teaching time in a normal week teaching the specified
subjects, including in primary schools which provide subject specialists across classes. This is an
attractive incentive, allowing undergraduate students to borrow up to £4 000 per year from the
Student Loans Company.

Teacher trainees on the Fast Track programme in England, which offers accelerated career
progression for highly talented graduates, receive a Fast Track bursary of £5 000. They receive
£3 000 at the start of the postgraduate initial teacher education programme and £2 000 when they
take up their first Fast Track teaching post.

Teach First was introduced in 2003 and designed specifically to address teacher shortages in
London. It is a two-year programme of employment-based teacher training for high-achieving
graduates who expect to enter business careers. The programme offers intensive teacher training
during the summer after graduation, and support and training during the first year of teaching,
resulting in the attainment of teaching qualifications. During the second year the teacher is offered
business-led mentoring and opportunities to do management training.

According to the background report from the United Kingdom, the numbers of applications
and successful entrants to initial teacher education have risen in the last few years, and while
improved financial incentives have played a role, it is difficult to attribute the increased
recruitment to any single initiative. There is also some anecdotal evidence of increased academic
quality among teacher education entrants. A concern about the introduction of the new financial
incentives was the apparently negative effect on morale of those teacher trainees and teachers who
missed out on a financial incentive that was introduced after they had completed their training.

Some countries express concern about the quality and motivation of a proportion of
teacher trainees. For example, in Greece in 2000, only 15% of entrants into primary teacher
education indicated that teacher education was among their top three preferences for
university study. In the United States, college students with low examination scores are
more inclined to major in education and become primary or secondary teachers than those
with the highest scores (Henke et al., 1996). Research from Israel indicates that of those
teacher education students who complete their courses, those who decide to become
teachers have lower university entrance scores than those who decide not to join the
profession (Wexler and Maagan, 2002). There is evidence that enrolment in initial teacher
education programmes is often a second or third choice or a fall-back option in case the
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graduate labour market deteriorates. Issues concerning entrance to teacher education are
discussed in more detail in Chapter 4.

Box 3.3 describes a range of financial incentives and programme initiatives introduced
recently in England and Wales to make teacher education more flexible and attractive to a
wider range of people, and to address teacher shortages in specific subject areas.

3.1.8. The teaching workforce is ageing

The ageing of the teaching workforce is compounding recruitment concerns. On
average, 26% of primary teachers and 31% of secondary teachers in OECD countries are
aged over 50 years. In some countries the proportion of teachers aged over 50 is markedly
higher (Figures 3.9A, 3.9B). In primary schools this is the case in Chile (43%), Denmark
(45%), Germany (47%) and Sweden (43%). In secondary schools this is the case in
Germany (49%), Iceland (40%), Italy (48%) and Sweden (44%). Strikingly, in Italian lower
secondary schools, only 5% of the teachers are aged less than 40 years. Although not all
countries have an ageing teaching workforce, the majority of OECD countries experienced
this phenomenon during the 1990s. As illustrated in Figure 3.9C, 10 of the 13 countries for
which data are available for primary education experienced an ageing trend between 1992
and 2002. In the case of lower secondary education, 10 of the 14 countries saw an increase
in the proportion of teachers aged over 50 (Figure 3.9D). In addition to the countries
mentioned earlier, marked ageing trends are evident in France, the Netherlands, New
Zealand and the United Kingdom.

The ageing of the teaching workforce raises several concerns. First, it has budgetary
implications since in most school systems there is a link between pay and years of teaching
experience. An increase in school costs due to teacher ageing can limit the capacity of
school systems to take other initiatives. Second, although a more experienced teaching
workforce can bring benefits to schools, it can also be the case that additional resources are
needed to update skills, knowledge and motivation among those who have been teaching
for a long time. Third, unless appropriate action to train and recruit more teachers is taken,
shortages are likely as an increasing proportion of teachers retire.

3.1.9. The teaching workforce is highly feminised — and becoming more so

Many countries are concerned that the proportion of males in teaching is declining.
Trend data clearly show that teaching has become more feminised in recent years.
Figure 3.10A reveals that the proportion of female teachers increased between 1996 and
2002 in about three-quarters of the 28 countries for primary education, and in all the
countries for lower secondary education (Figure 3.10B). In more than half the countries,
over 80% of primary teachers are female. Moreover, the trend towards more female
teachers is likely to continue as male teachers are concentrated in the older age groups,
which are the groups most likely to retire in the next few years (Figure 3.10C).
Furthermore, data collected from participating countries on entrants into initial teacher
education also reveal that the proportion of females is likely to increase even more as,
strikingly, in all but two countries for which data are available the proportion of males
among students entering teacher education declined between 1995 and 2001
(Figure 3.10D). Despite their numerical dominance, however, women generally hold
proportionately fewer leadership positions in schools than do men.
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Figure 3.9A. Distribution of teachers in public and private institutions by age group,
primary education, 2002
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Note: Countries are ranked in ascending order of the percentage of teachers aged 40 years or older. Data for Luxembourg
include public institutions only. The reference year is 2001 for Canada and Poland.

Source: OECD Education Database, 2004.

Figure 3.9B. Distribution of teachers in public and private institutions by age group, secondary
education, 2002
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Note: Countries are ranked in ascending order of the percentage of teachers aged 40 years or older. Data for Luxembourg
include public institutions only, data for Iceland exclude lower secondary education, data for Norway include primary
education and data for both Belgium and Belgium (FI.) include post secondary non-tertiary education. The year of reference is
2001 for Canada and Poland.

Source: OECD Education Database, 2004.
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Figure 3.9C. Percentage of teachers aged 50 years and over, primary education, 1992-2002
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Note: While data for 2002 include private and public sectors, data for 1992 and 1996 are limited to the public sector. 1992 data for
France, Ireland and the United Kingdom include pre-primary sector. Data for 1992 for Germany refer to the former Federal
Republic of Germany and include government-dependent private institutions. 2002 data for Switzerland include only public
institutions. The 1992 figure for the United Kingdom is limited to England and Wales while the 1996 figure is limited to England
and Scotland. The 2002 figure for Switzerland refers to 1999.

Source: OECD Education Database, 2004.

Figure 3.9D. Percentage of teachers aged 50 years and over, lower secondary education,
1992-2002
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Note: While data for 2002 include private and public sectors, data for 1992 and 1996 are limited to the public sector. 1992
data for France, the Netherlands, Portugal and the United Kingdom, 1996 data for Ireland and New Zealand, and 2002 data for
Ireland and the Netherlands include upper secondary sector. Data for 1992 for Germany refer to the former Federal Republic
of Germany and include government-dependent private institutions. 2002 data for Switzerland include only public institutions
and 2002 data for Norway include primary level. The 1992 figure for the United Kingdom is limited to England and Wales
while the 1996 figure is limited to England and Scotland. The 2002 figures for Switzerland refer to 1999.

Source: OECD Education Database, 2004.
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Figure 3.10A. Percentage of females among teaching staff in public and private institutions,
primary education
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Note: While data for 2002 include private and public sectors, data for 1996 are limited to the public sector. Data for
Luxembourg and Switzerland include public institutions only. 2002 data refer to 1999 for Switzerland, 2001 for Canada and
Poland. Data for Denmark and Iceland include lower secondary education.

Source: OECD Education Database, 2004.

Figure 3.10B. Percentage of females among teaching staff in public and private institutions,
lower secondary education
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Note: While data for 2002 include private and public sectors, data for 1996 are limited to the public sector. Data for
Luxembourg and Switzerland include public institutions only. 2002 data refer to 1999 for Switzerland, 2001 for Canada and
Poland. Data for Norway includes primary education.

Source: OECD Education Database, 2004.
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Figure 3.10C. Percentage of females among teaching staff in each age group,
OECD country mean, by level of education, 2002
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Figure 3.10D. Percentage of males among students entering initial teacher education
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Source: Data supplied by countries participating in the project. Data were requested in areas that are not already available
through the OECD's Indicators of National Education Systems (INES) project. Countries drew on existing data sets to meet
the request, and did not engage in any new data collections. Not all countries were able to supply data in the form requested.
The chart should be interpreted as providing broad indications only, and not strict comparability across countries.
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The concerns about the growing feminisation of teaching relate to the perceived
benefits for students and teachers of having more males working in schools, especially in
terms of providing positive male role models for disengaged boys, and the possibility that a
decline in male teacher numbers signals teaching’s more general loss of appeal as a career.

Australian research suggests three explanations for the changing gender profile of
teaching:

— Teaching salaries overall are lower relative to other professions, especially for men.

—  Cultural factors which tend to stereotype teaching as “women’s work”, especially in
the primary area.

—  Afear that they may be wrongly accused of child abuse is a possible deterrent to males
entering teaching, particularly at the primary level (MCEETYA, 2003).

Research from Finland and Ireland, two countries where the status of teaching is high,
adds an additional possible reason: boys tend to have lower school examination results than
girls, and therefore comprise a smaller proportion of well-qualified applicants for teacher
education positions (see Drudy et al., 2002, and Luukkainen, 2000, respectively).

3.1.10. In some countries the cultural background of teachers does not reflect the
student population

Some countries express concern that the cultural and language background of the
teaching workforce does not reflect that of students, at a time when the student population
in most countries is becoming more diverse. This issue is explored by Mitchell et al. (1999)
for the case of the United States. They survey the ethnic composition and changing
demography of the general population, the students attending public schools, and the
teaching staff in public schools. They conclude that there is a striking imbalance between
the cultural diversity of public school students and the predominant number of white
teachers who teach them.

In the Netherlands it is estimated that the proportion of primary students from ethnic
minorities is 12%, while only 4% of teachers have a similar background. This has raised
concerns in terms of relatively limited opportunities for ethnic groups to enter professional
occupations like teaching, and the important contribution of teachers from ethnic minority
backgrounds as role models for students from those backgrounds. Norway, which is another
country starting to experience increased immigration, also notes the importance of having
more teachers with first languages other than Norwegian, and the belief that teachers from
minority backgrounds help improve understanding of cultural differences by teachers and
students in general. A key issue in that country, though, is under-representation of
immigrant youth in higher education, and a tendency for minority students enrolled in
higher education to choose technical/natural science subjects rather than teacher education
programmes (Stgren, 2001).

3.1.11. Teaching continues to be an attractive career in many countries

A significant number of the participating countries do not currently face shortfalls in
teacher numbers, and in some there are many more qualified applicants than teaching
vacancies. As seen earlier, the ISUSS survey indicates that school principals in countries
such as Italy, Korea, Portugal and Spain report relatively few difficulties in hiring qualified
secondary teachers (Figures 3.1B and 3.1C).
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Outcomes from teacher recruitment processes in other countries confirm that
recruitment problems are not general across the participating countries. For instance, in
Japan in the 2001 only 6% of qualified examinees were appointed as teachers in lower
secondary education; the corresponding figures for primary and upper secondary education
were 11% and 7%, respectively. In Korea, only about 20% of qualified applicants are
appointed as teachers. Likewise, in France, in the 2000 teacher recruitment national
competition, only 21% of candidates were admitted into the profession (Ministere de
I’Education nationale, France, 2002). In a number of other countries, including Austria,
Chile, the Czech Republic, Hungary, Poland and Switzerland, a teacher
shortage/inadequacy is not perceived by school principals as hindering the learning of the
students at secondary school level (see Figure 3.2A).

Entrance to teacher education provides another indication of teaching’s appeal. For
example, in Ireland, applicants for entry to primary teaching tend to come from the top
quartile of students in the final school examination, and over 90% of entrants to the
postgraduate course in secondary teacher education have advanced undergraduate degrees;
high performance on the final school examination is required for those entering the
undergraduate concurrent course in secondary teacher education.

3.1.12. Some countries face an oversupply of teachers, which raises different
issues

Although it is generally better to have an oversupply of teachers than a shortage of
qualified applicants, there can be high individual and social costs when substantial
resources are invested in teacher education but many graduates are not able to find work as
teachers. This is especially so where their qualifications are not widely recognised
elsewhere in the job market.

Several countries report that because the current teacher workforce is “saturated” it is
difficult to ensure that able and motivated people find jobs as teachers and are not lost to
the profession. For instance, in Greece, newly qualified teachers often used to remain on the
candidate list for 10 years or more before they obtained a teaching position; this led to a
change in the system of recruitment from one based on candidate lists to one based
primarily on competitive examinations. As noted earlier, Korea has expressed a concern
that because only one in five secondary teacher education graduates finds work as a teacher,
talented students are reluctant to enter teacher education. Countries in these circumstances
need to ensure that the quality of teacher preparation is not undermined by the large number
of candidates.

There can be quality concerns when no teacher shortages are apparent. The background
reports of all participating countries raise concerns about ensuring that the existing teacher
workforce has the skills and knowledge to meet the demands of modern schooling and
more diverse student populations. Furthermore, analysis of the 2000 PISA survey indicates
that school principals in a significant number of countries express concern about teacher
morale and enthusiasm, and that such concerns seem to be more evident in countries which
have a surplus of teachers.

3.2. Estimating the Future Demand for Teachers

Policies to make teaching a more attractive career choice must be framed in terms of the
total number of teachers to be employed; and the extent to which those individuals have the
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appropriate backgrounds, qualifications and competencies to meet student and school
needs.

The total demand for teachers depends on a range of factors, only some of which are
open to direct policy influence. The operation of the various factors is detailed in Santiago
(2002). The main factors are the age structure of the school-age population, average class
size, the teaching load of teachers, required instruction time for students, use of teaching
assistants and other “non-classroom” staff in schools, use of technology and distance
learning, age participation rates, in-grade retention rates, starting and ending age of
compulsory education, policies pertaining to curriculum, students’ preferences over elective
courses and over educational programmes and, in the specific case of teachers in public
schools, parents’ preferences between private and public schools. Figure 3.11 shows the
different elements at play. Some of these factors are much more open to direct policy
influence (e.g. average class size and curriculum structure) than others (e.g. population size
and distribution).

3.2.1. Population change is a key influence

The size of the school-age population is a dominant factor in the demand for teachers.
Figure 3.12 provides information on the expected changes in the size of the population from
2002 to 2012 for the age groups 5-14 and 15-19. The age group 5-14, which covers primary
and lower secondary education in most countries, is projected to decline in 27 of the 32
countries with relevant data. Only in Israel and Luxembourg is substantial growth expected
(by 14% and 8%, respectively). Overall, therefore, there is likely to be some easing of the
pressures on the total demand for teachers in the compulsory school years. Indeed, in 12
countries the number of 5-14 year-olds is projected to fall by at least 10% by 2012, with
falls of over 20% likely in six European countries (Austria, Czech Republic, Hungary,
Poland, Slovak Republic and Switzerland).

For the age group 15-19, which broadly corresponds with upper secondary education,
the population projections reveal more mixed results. Of the 32 countries shown, 13
countries are projected to see an increase by 2012, four will have virtually no change, while
15 countries are projected to see a decline. The number of 15- to 19-year-olds is projected
to increase by at least 15% in Denmark, Luxembourg, Norway and Sweden, but to decline
by at least 15% in seven other countries (Czech Republic, Greece, Ireland, Japan, Poland,
Slovak Republic and Spain).

As well as the total number of young people in the population, another critical factor in
the demand for teachers is the rate of school participation by each age group. This depends
on the compulsory age for beginning school and the minimum school leaving age, as well
as the extent to which young people enrol in the non-compulsory years. The general trend
has been for the length of compulsory schooling to increase, and for school participation
rates to rise among young children (e.g. through the integration of pre-primary education
into school systems), and also among adolescents (as school curricula have broadened and
the benefits of completing secondary education have increased). The general effect of
increased participation rates is that school enrolments rise more rapidly (or do not fall as
quickly) as school-age population projections would suggest.
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Figure 3.11. The determinants of the demand for teachers
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Figure 3.12. Expected demographic changes in the school-age population from 2002 to 2012
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Source: OECD (20043).

3.2.2. Policies on student-teacher ratios are another key influence

The student-teacher ratio is the most important determinant of teacher numbers that is
open to policy influence. The student-teacher ratio determines the number of teachers
employed for a given population of students. It therefore provides boundaries for the
average size of classes and the average class teaching load of teachers.® Over the long term
countries have reduced student-teacher ratios in schools although, in terms of international
comparisons, changes in data definitions and coverage suggest caution in estimating the
size of the reductions.® The more widespread integration of students with special needs into
mainstream schooling has been an important factor in the reduction of student-teacher
ratios.

Typically, adjustments to the student-teacher ratio reflect budget and industrial relations
factors, judgements about improving conditions in schools, or responses to rapid enrolment
changes (e.g. where teacher numbers are maintained despite falling enrolments).
Reductions in the student-teacher ratio enable either a lower average class size, or a
reduction in teachers’ class teaching time, or some combination of the two (which is
probably the most common outcome over the longer term).

® There is a trade-off between the average size of classes and teachers’ class contact time. For a given student-teacher ratio, the
average class size can only be reduced by teachers spending more time in face-to-face teaching. Correspondingly, teachers having
less classroom contact time leads to an increased average class size. Different uses of the same level of teacher resources may have
different effects on student learning. For example, a school in which teachers spend more time in face-to-face teaching (and
thereby reduce average class size) is not necessarily going to achieve better student learning than one in which class sizes are
larger but teachers have more preparation time, or access to more specialist teacher support.

® A rough approximation is provided by comparing estimated student-teacher ratios in primary schools for the 15 OECD countries
that supplied data on this measure in both 1992 and 2002 (OECD 1995, 2004a). Over that period, the average student-teacher ratio
in primary schools for those 15 countries declined from around 18.4 to 16.8. This was equivalent to an increase of around 10% in
the number of teachers employed for a given number of students.
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There are trade-offs between teacher numbers and average teacher salaries

Some difficult trade-offs need to be made in teacher employment policy. On the one
hand, lowering the student-teacher ratio and employing more teachers is likely to improve
learning conditions for students and working conditions for teachers. At any budget level,
however, a larger number of teachers means that the average teacher salary is lower than
would otherwise be the case. On the other hand, a higher student-teacher ratio, by requiring
fewer teachers, would enable each teacher to be paid more, but would mean larger classes
and/or less teacher time for non-classroom teaching responsibilities.

Figure 3.13 shows, for primary education, the wide range of different combinations of
student-teacher ratio and average teacher salary currently evident among a subset of
countries. Given that the trade-off between the student-teacher ratio and the average salary
of teachers is meaningful only for a given expenditure on teachers per student, the analysis
considers a set of eight countries with a similar level of expenditure on teachers per student.
Figure 3.13 illustrates that there are markedly different patterns of resource use possible
with similar levels of expenditure. On the one hand, Japan, England and Ireland have
relatively high average statutory teacher salaries, but relatively high student-teacher ratios.
On the other hand, Greece and Sweden use resources quite differently: they have relatively
low average teacher salaries combined with low student-teacher ratios, which means that
they employ comparatively more teachers than the other countries. Among this group of
eight countries, Austria, Finland and the Netherlands have average teacher salaries and
student-teacher ratios that are close to average for the group.

Figure 3.13. Student-teacher ratio versus average salary of teachers

(with 15 years of experience)
Primary schools, 2002, selected group of countries with similar expenditure on teachers per student
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Note: Salary of teachers refers to annual statutory salary in public institutions after 15 years of experience. The ratio of
students to teaching staff is for public and private institutions and is based on full-time equivalents. Given that the trade-off
between the student-teacher ratio and the average salary of teachers is meaningful only for a given expenditure on teachers per
student, this analysis considers a set of eight countries with a similar level of expenditure on teachers per student. The eight
countries form the largest set of countries with expenditure levels within a range of US$ 250 per year (in this case between
US$ 1 950 and US$ 2 200). The estimated annual expenditure on teachers per student is the product of the statutory salary of
teachers with 15 years of experience and the inverse of the student-teacher ratio. The student-teacher ratio used for England is
that of the United Kingdom.

Source: Derived from data in OECD (2004a).
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To provide a longer-term perspective on the trade-offs involved, Figure 3.14 shows
indices of change in teachers’ salaries and student-teacher ratios for primary schools over
the period 1996 to 2002. In 15 of the 16 countries with relevant data, the average statutory
salary of a teacher with 15 years of experience increased (after adjusting for inflation). In
the Czech Republic, Hungary and Mexico the average salary rise was more than 40%. In 14
of the 16 countries the student-teacher ratio fell over the same period, with especially large
falls in Greece, Ireland, the Netherlands and Spain. In eight of the 13 countries that both
raised teacher salaries and reduced student-teacher ratios during the 1996-2002 period,
average statutory salaries rose faster than student-teacher ratios fell. This suggests that in
recent years countries have tended to give greater weight to increasing average teacher
salaries than to reducing student-teacher ratios — although these have generally continued to
fall, albeit perhaps at a slower rate than in earlier times.

Figure 3.14. Index of change between 1996 and 2002 in salaries of teachers with 15 years of
experience and student-teacher ratios, primary schools (1996 = 100)
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Note: The estimation of the student-teacher ratio considers only teachers with teaching duties. The index of change in salaries
of teachers is calculated as teacher salary in 2002 in national currency (multiplied by 100) divided by teacher salary in 1996 in
national currency (multiplied by GDP deflator 2002). The index of change in student-teacher ratios is calculated as student-
teacher ratio in 2002 (multiplied by 100) divided by student-teacher ratio in 1996. Indices for the Czech Republic and
Germany reflect changes between 1996 and 2001. Values of student-teacher ratios for England refer to the United Kingdom.

Source: Derived from data in OECD (2003) and OECD (2004a).

Although it is difficult to generalise given the very wide range of country positions
evident in Figures 3.13 and 3.14, the research suggests that student learning is likely to
benefit more from policies that focus on improving teacher quality by increasing average
teacher salaries, rather than by using extra spending to reduce student-teacher ratios, at least
within the range of student-teacher ratios typical of most OECD countries. This is
especially true in countries facing teacher shortages, since increased demand for teachers
from reducing the student-teacher ratio is likely to exacerbate supply problems.

Class size reduction facilitated by lower student-teacher ratios has probably been the
most widely supported and most extensively funded policy aimed at improving schools.
However, the research on the relationship between class size and student achievement is not
clear-cut, although there are several promising points of convergence (see Hanushek, 2000;
Hoxby, 2000; Meuret, 2001).

There is general consensus that class size reductions are more beneficial for some
students than for others. For example, there is evidence that class size reductions may be
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particularly beneficial for students in the early years of schooling, and for students from
disadvantaged backgrounds (see Santiago, 2002, for a detailed discussion). This research
suggests that relatively large class size reductions targeted at particular students, grades or
subject areas may be more cost-effective than smaller across-the-board reductions in class
size for all students, at least within the range of class sizes currently operating in most
countries.

Teacher skills and behaviour are key ingredients in whether class size reductions are
likely to be beneficial. Since substantial reductions in class size imply hiring additional
teachers, the success or failure of a class size reduction programme will depend not only on
the impact of class size reduction per se but also on how the quality of the teachers is
affected. If a policy of reduced class sizes exacerbates the problems of teacher shortage and
necessitates recruiting teachers with lower qualifications — as appears to have been the case
in California, for example’ — the hoped-for gains in student performance may not eventuate.
A critical factor will be whether schools and teachers change their approaches to capitalise
on the potential offered by smaller classes.

There could even be a case for using an increase in average class size to fund higher
teacher salaries and thereby make teaching more attractive to higher-quality candidates.
However, the size of classes also affects teachers’ working conditions, and teachers faced
with larger classes may become more dissatisfied and inclined to leave the profession,
thereby worsening supply. One of the few studies to look at this aspect (Mont and Rees,
1996) found that United States high schools with above-average class sizes were associated
with a higher resignation rate of teachers. On the other hand, Stinebrickner (1999)
concluded that, while the student-teacher ratio (which is highly correlated with class size)
plays a significant role in whether teachers consider a school to be desirable, it is less
important than salary.

3.2.3. Demand estimates are often more useful at the disaggregated level

Educational planners and schools also need to specify the demand for teachers at more
detailed levels, such as by subject matter, school type, educational programme or region of
the country. Although countries may not have a general shortage of teachers, for example,
there can still be shortages of particular types of teachers, or shortages in particular schools.
The background reports for Australia and the United States note that this is the situation
they currently face. Both have moved in recent years from generalised teacher shortages to
positions where total teacher supply approximates total teacher demand, but there are still
shortages of qualified teachers in areas like ICT, sciences and languages; additionally, some
schools have difficulties attracting and retaining teachers. The more highly specialised
teachers are, and the lower the possibilities for teachers to move readily between teaching
different grade levels or subject areas, the more important it is to identify teacher demand
and supply at a highly disaggregated level.

Curriculum policies and priorities are the dominant influence in defining the different
types of teachers needed. For example, changing the balance of the secondary school

7 Jepsen and Rivkin (2002) investigated the trade-off between smaller classes and teacher quality by looking at the effects of the
recent California class size reduction programme. The results show that smaller classes generally raised third-grade mathematics
and reading achievement, particularly for lower-income students. However, the expansion of the teaching force required to staff
the additional classrooms appears to have led to a decline in average teacher quality in schools serving disadvantaged students (e.g.
a smaller proportion of qualified teachers). This decline partially or, in some cases, fully offset the benefits of smaller classes.
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curriculum towards technology and computing leads to an increased need for teachers with
these skills. Similarly, the introduction of foreign languages in primary schools leads the
system to seek primary teachers with good foreign language skills. At the secondary school
level, the curriculum requirements for student graduation can be important influences on
the subjects that need to be covered and therefore the types of teachers required. Another
influence on the type of teachers needed arises from the scope that students have to choose
different parts of their curriculum. Students’ preferences for various elective courses, or
between different educational pathways (e.g. general and vocational programmes), play a
key role in this regard. Of course, the influence can also work in the other direction: the
choices that students are offered can be limited by the likely supply of teachers with the
necessary competencies.

Since the teacher workforce is so large, relatively small changes in either teacher supply
or demand can have major implications for whether schools are able to maintain their
programmes. There is a constant need to monitor trends in teacher supply and demand, and
to examine the potential implications of changes in the school, higher education and labour
market environments. This is particularly challenging in highly decentralised school
systems, where responsibility for teacher recruitment and employment is exercised at local
level. This is the case in the Netherlands, for example, and has led to the development of a
forecasting model for teacher demand and supply at a highly disaggregated level
(see Box 3.4).

Box 3.4. Planning future teacher needs in the Netherlands

In 2002 the Netherlands Ministry of Education, Culture and Science commenced
development of MIRROR,” a forecasting model which enables the identification of teacher needs
at the regional and sub-regional levels. The model uses both central and local data on the age
distribution of teachers, the number of recent graduates from initial teacher education, the
employment status of teachers, teacher qualifications, rates of teacher transfers between schools,
the projected supply behaviour of individuals and so on to monitor teacher demand and supply,
and to assess the effects of different scenarios on teacher recruitment.

MIRROR was developed with the objectives of monitoring the teacher labour market,
anticipating teacher needs, facilitating the alignment between the demand for and the supply of
teachers, and therefore assisting the development of recruitment strategies. It offers regions and
individual school boards the possibility to gain insight into developments in the teacher labour
market affecting their immediate area, and to assess the likely impact of different policy
initiatives. For instance, it enables central and local authorities to identify in considerable detail
the geographic and subject matter areas at “high risk” of suffering from teacher shortfalls in the
next few years. By 2005 the model will be available for direct use by all school boards in primary,
secondary and vocational education. An internet platform is being designed to provide users with
easy access.

“Microsimulatie Rekenmodel Regionale Onderwijs Ramingen (Micro simulation estimation
model of regional education labour markets).

3.3. Factors in the Attractiveness of Teaching as a Career

3.3.1. Motivation to become a teacher

Studies of the reasons that teachers give for joining the profession reveal a strong
emphasis on intrinsic factors. Figure 3.15A illustrates this for beginning and experienced
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primary teachers in France. Among both beginning and experienced teachers, the three
most important reasons given were “wish to teach” (around 70% for both groups named
this among the three main reasons), “wish to deal with children” (around 60%), and “play
an educational role” (around 40%). More extrinsic reasons were ranked much lower, such
as “job security” (about 20% for both groups), “free time, holidays” (10%) and “salary” (1
to 2%).

Broadly similar patterns are shown in Figure 3.15B, which documents the most
important motivations for becoming a teacher expressed by Australian teachers. Among
primary teachers the two most important reasons were “enjoy working with children” (37%
named this as the most important), and “desire to teach” (23%). These two motivations
were also the most important for secondary teachers, but to a lesser extent (23% and 21%,
respectively). For between 11 and 12% of both types of teachers “recruitment campaign or
impact of role model” was the most important motivation. The desire to “make a
difference” was the most important motivation for 10% of primary teachers, but was less
significant (6%) for secondary teachers. As was the case with French teachers, few
Australian teachers cited extrinsic factors (employment conditions, scholarship,
remuneration) as the most important reason for becoming a teacher, although secondary
teachers were more likely to do so than primary teachers. Secondary teachers were also
more likely (12%) to rate “enjoy subject” as their main motivation than were primary
teachers (2%).

Similar results to the French and Australian studies on teacher motivation are reported
in the background reports for Belgium (French Community), Canada (Quebec), the
Netherlands, the Slovak Republic and the United Kingdom. The importance of intrinsic
reasons is consistently emphasised by the research; working with children, intellectual
fulfilment and making a contribution to society are major factors in why people choose to
become teachers. There is a positive association between a desire to teach and previous
experience working with children in sporting and other community activities. Research
from the United Kingdom suggests that those entering teaching after another career
strongly emphasise making a difference, and the job satisfaction of seeing students achieve
(Hunt, 2002).

The reasons that people give for deciding to become a teacher are important
considerations in designing recruitment strategies, and in identifying the sources of job
satisfaction that influence whether people are likely to stay in the career. It is also important
to analyse the reasons people give for not becoming teachers, and the reasons why existing
teachers leave. In addition, behavioural evidence suggests that extrinsic factors (pay,
working conditions and career prospects) are important influences on whether people
choose to become teachers or not. Other professions offer strong competition to teaching
for people who are academically talented and oriented towards helping others.

Former teachers are a potentially important source of recruits. In the United Kingdom
the number of returning teachers has increased in recent years, and in 2000/01 they
comprised about 25% of the flow of full-time teachers into the maintained schools sector,
and more than 50% of the inflow of part-time teachers. Those data also indicate that the
number of women returning to teaching is much greater than the number of men, and also
that the returning teachers are spread across the age range: in 2000/01 about 12% of
returning teachers were younger than 30 years, while 40% were aged over 45. Of those in
returners’ training courses, 29% said they were returning to teaching because they enjoy it,
25% because it suits family needs, and only 7% said it was because teaching was their only
option (Penlington, 2002). Box 3.5 describes programmes in England and Wales to keep in
contact with former teachers and to assist them in returning to the profession.
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Figure 3.15A. Main reasons for becoming a teacher, primary teachers, France, 2000
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Note: Figures are based on a survey of 858 primary school teachers in France. Figures reflect the percentage of surveyed
teachers who mention each possibility among the three main reasons for becoming a teacher. As a result figures add up to
more than 100% for each category of teachers.

Source: Ministére de I'Education nationale, France (2001).

Figure 3.15B. Most important motivations for becoming a teacher, by level of education,
Australia, 2002
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Note: Figures are based on a survey of 2 500 teachers from government and non-government schools, in metropolitan and
non-metropolitan Australia, and from primary and secondary schools.

Source: Ministerial Council on Education, Employment, Training and Youth Affairs (2003).
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Box 3.5. Support for former teachers in England and Wales

In England and Wales, the Returning to Teach Programme provides guidance services for
qualified teachers taking a career break from teaching. It offers a dedicated help line, a termly
magazine updating them on current issues in education, support in identifying courses for
returners and links to recruitment activities of teacher employers. Opportunities to spend
observation days in schools and refresher courses for returners are widely available. Courses last
6-12 weeks and are offered to those qualified teachers who feel that they need up-dating.
Participants receive training bursaries of £150 a week (to a maximum of £1 500), and are also
eligible for child-care support of up to £150 a week. The Teacher Training Agency (TTA)
sponsors approximately 100 returner courses around the country each year. Approximately 20%
of those returning to teaching attend such courses.

3.3.2. Salaries

The research evidence indicates that salaries and alternative employment opportunities
are important influences on the attractiveness of teaching (Santiago, 2004). Teachers’
salaries relative to those in other occupations influence: (i) the decision to become a teacher
after graduation, as graduates’ career choices are associated with relative earnings in
teaching and non-teaching occupations, and their likely growth over time; (ii) the decision
to return to teaching after a career interruption as returning rates are generally higher
among those teaching subjects that provide the fewest opportunities for employment
elsewhere; and (iii) the decision to remain a teacher as, in general, the higher teachers’
salaries, the fewer people who leave the profession (evidence on teacher retention is
discussed in Chapter 6). Relative earnings seem to be less important when the decision is
whether to enrol in teacher education or another college course (Hanushek and Pace,
1995).

Focusing on the decision to become a teacher, Dolton (1990) used data on a large
sample of United Kingdom university graduates. The results suggest that relative earnings
in teaching and non-teaching occupations, and the likely growth in earnings, have a marked
effect on graduates’ career choices. He found that fewer graduates choose to become
teachers when teachers’ earnings are low relative to other graduate earnings, and when the
growth in teachers’ earnings is relatively slow. A similar analysis was conducted by Wolter
and Denzler (2003) in Switzerland using data on university graduates for the period 1981-
1999. They also found that teacher supply is responsive to relative salary levels: the more
teachers earn relative to other graduate occupations, the greater the supply of people who
wish to become teachers.

In an important difference from the United Kingdom results, Wolter and Denzler (2003)
found that in Switzerland a large increase in teachers’ relative salary was needed to prompt
an increased supply of new teachers. This was attributed to the fact that teacher salaries in
Switzerland are generally quite high compared to other occupations. By contrast, in the
United Kingdom teacher supply seemed to be more “wage elastic”: because teachers’
wages were comparatively low, a given increase in the wage stimulated a larger increase in
teacher supply.

Research has also shown that teacher supply is influenced by general economic
conditions. Dolton et al. (2003) analysed United Kingdom data from 1960 to 2000 and
concluded that when the general economy is strong, graduate unemployment is low and
graduate earnings are high, fewer graduates choose to become teachers. This effect seemed
to be particularly evident for males and those with higher qualifications. Correspondingly,
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when general economic conditions worsen, teaching seems to become a more attractive job
choice for graduates. For example, the background reports for both Sweden and the United
States indicate that difficult graduate job conditions in the labour market as a whole in those
countries may have contributed to some reductions in teacher shortage problems.

There is also evidence on the decision to return to teaching after a career interruption.
According to Murnane (1996), in the United States, approximately one in four teachers who
leave the classroom returns within five years. Beaudin (1993) found that the teachers most
likely to return are those with subject area specialities that provide limited opportunities for
better paying employment elsewhere, those who have more than two years of experience
coupled with a Master’s degree, and those who interrupted their careers at an older rather
than a younger age.

Teachers’ relative wages are likely to affect not only the number of people who are
willing to teach, but also their characteristics. The growing feminisation of teaching has
been attributed, in part, to the relative decline of teacher salaries over the long term.
However, there is also evidence that, due to the rapid expansion of alternative employment
opportunities for women, the composition of the female teaching workforce has also
changed. Analysing the case of the United States for the period 1957-1992, Corcoran et al.
(2002) examined how the propensity for academically talented women to enter teaching has
changed. They found that while the academic quality of the average new female teacher has
fallen only slightly over this period, the likelihood that a female from the top of her high
school class will eventually enter teaching fell dramatically between 1964 (20%
probability) and 1992 (4%). The explanation lies in the fact that job opportunities for
academically talented women outside of teaching have increased substantially. Similar
conclusions are reported by Stoddard (2003), among others.

Job opportunities have also broadened for well-educated males. In the case of the
United Kingdom, Nickell and Quintini (2002) concluded that the decline in teachers’
relative salaries has been associated with a decline in the average academic quality of the
males entering teaching between the late 1970s and early 1990s.

Such findings raise the issue of whether, as countries develop and provide more
alternative job opportunities for graduate labour, teaching will struggle to be attractive to
well-qualified people. Figure 3.16 provides some support for this view. It uses data on 14
countries to plot a measure for the difficulty of hiring fully qualified mathematics teachers
in upper secondary education against GDP per capita. The data indicate that the current
problems of teacher shortages seem to be more acute in relatively wealthy countries,
presumably because such countries provide more alternative employment opportunities for
well-educated workers.

Although an increase in teachers’ relative salary can be reasonably expected to reduce
shortages, whether or not the quality of the teaching workforce also improves depends on
which teachers join and which ones stay. In the case of the United States, Ballou and
Podgursky (1997) conclude that there is little evidence that higher salaries have raised the
quality of newly hired teachers, at least by the indicators of teacher quality that were used.
On the other hand, Figlio (1997) found that, within local labour markets, there exists a
significant positive relationship between teacher salaries and teacher quality, measured by
undergraduate university selectivity and subject matter expertise.

Although it is reasonable to expect that an increase in the teacher supply pool in
response to higher salaries would also increase the number of high-quality candidates,
effort is necessary to ensure that the most able new teachers are actually recruited and
selected. The teacher labour market can quickly swing from shortages to oversupply, in part
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because a general salary rise is likely to reduce the resignation rate among existing teachers.
The best new candidates may not be willing to wait in a queue for teaching vacancies if
they have good job prospects elsewhere. Issues to do with teacher recruitment and selection
are taken up in Chapter 5.

Figure 3.16. Difficulty of hiring fully qualified teachers in mathematics and GDP per capita,
upper secondary education, 2001
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Note: Difficulty of hiring qualified teachers in mathematics corresponds to the mean percentage of upper secondary students
attending schools where the principal reported that hiring fully qualified teachers in mathematics is difficult.

Source: Derived from data in OECD ISUSS database, 2003.

Teachers’ salaries differ considerably across countries

Figure 3.17A compares the starting, mid-career and maximum statutory salaries of
primary teachers in public education in 2002. Salaries are expressed in equivalent US
dollars converted using purchasing power parities. The annual statutory salaries of teachers
with 15 years of experience range from below US$ 15 000 in Chile, Hungary, the Slovak
Republic and Turkey, to over US$ 45 000 in Korea and Switzerland.

Countries exhibit marked variation in relation to salary differentials across the teaching
career. In some countries the statutory salary of a teacher at the top of the scale is more than
twice the salary of a beginning teacher (France, Japan, Korea, Mexico and Portugal). Other
countries have a quite different salary structure in which the top salary step is less than 25%
higher than the beginning salary (Denmark, Iceland and Norway). As discussed further in
Chapter 6, countries also differ in the number of years required to move from the beginning
to the top of the salary scale, and these different salary structures are likely to affect the
patterns of teacher recruitment and retention.

Figure 3.17B examines within-country teacher salaries for teachers in primary, lower
secondary and upper secondary education. Two broad patterns are evident. In 12 of the
countries teachers have the same statutory salary irrespective of the level of school in which
they work. In 16 of the countries upper secondary teachers earn more than lower secondary
teachers, and generally much more than primary teachers. In the Netherlands and Iceland an
experienced upper secondary teacher earns more than 40% more than a primary teacher
with similar teaching experience, whereas in Sweden and Chile the differential is less than
10%. Turkey is the only country in which the statutory salary of an experienced primary
teacher is greater than that of an upper secondary teacher with similar experience.
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Figure 3.17A. Teachers’ salaries in primary education, 2002

Annual statutory teachers' salaries in public institutions in primary education, in equivalent US dollars
converted using PPPs
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Source: OECD (2004a).

Figure 3.17B. Teachers' salaries compared across levels of education, 2002

Ratio of salaries of teachers in upper secondary education (general programmes) and lower secondary education
to salaries of teachers in primary education, salaries after 15 years of experience, public institutions
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Note: Data are not available for upper secondary education in Mexico and lower secondary education in Turkey.
Source: OECD (2004a).
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In terms of the attractiveness of the teaching career, it is important to analyse teacher
salaries relative to other occupations. However, there are only limited internationally
comparable data available. The main indicator that is currently used, teachers’ statutory
salary expressed as a ratio of GDP per capita (Figure 3.18), has a number of limitations.?

Figure 3.18. Ratio of teachers' salary after 15 years of experience to GDP per capita,
public institutions, 2002
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Source: OECD (2004a).

Mid-career statutory salaries for primary teachers average 1.33 times GDP per capita in
OECD countries. The averages for mid-career lower secondary and upper secondary
teachers are a little higher, 1.37 and 1.45 times GDP per capita, respectively. As
Figure 3.18 shows, however, there is a very large range among countries on this indicator.
In Korea teachers with 15 years experience earn 2.73 times GDP per capita, and in Mexico
experienced lower secondary teachers earn 2.25 times GDP per capita. By contrast,
experienced teachers in the Slovak Republic earn just 0.54 times GDP per capita, and in
Iceland and Hungary the equivalent teacher salaries are 0.68 and 0.75 times GDP per
capita, respectively. Reports indicate that teachers in the Slovak Republic and Hungary
often need to take second jobs to augment their earnings.

Countries in which teacher salaries are relatively high in GDP per capita terms
generally have fewer teacher supply problems. However, this is not uniformly the case. For
example, until recently Switzerland has faced teacher shortages despite having relatively
high teacher salaries. On the other hand, Hungary has a general oversupply of teachers,
despite relatively low teacher salaries, notwithstanding some specific shortages in areas like
ICT and languages. A more rounded and long-term perspective on the teacher labour
market is needed to address the relationship between salaries and supply.

8 This indicator is based on statutory rather than actual salaries, other benefits such as vacations and pensions are not included, and
the reference point, GDP per capita, does not reflect compensation levels in comparable occupations.
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Table 3.2 provides another indicator of teachers’ relative salary position in 26 OECD
countries by comparing the average salary of secondary teachers with those of five selected
occupations in the public sector (computer operator, librarian, social worker, university
lecturer and civil engineer). In virtually every country university lecturers earn at least 10%
more than secondary teachers. Relative to most of the other public sector occupations the
salaries of secondary teachers are higher in Austria, Finland, Hungary, Mexico, New
Zealand and Turkey, but seem to be less competitive in Iceland, Norway, Portugal and
Sweden. In general, the former group of countries has fewer teacher shortages than the
latter.

But relative salaries seemed to have declined over time despite real increases in
absolute terms

Figure 3.19 shows the index of change between 1996 and 2002 in primary teachers’
statutory salaries after adjusting for inflation (similar patterns are evident for secondary
teachers). It shows that, in real terms, the statutory salaries of teachers rose in almost all 20
countries concerned. During this period, the increase in teachers’ salaries was particularly
marked in Hungary, Mexico, Finland and New Zealand. By contrast, statutory salaries of
teachers declined in real terms by between 5 and 8% between 1996 and 2002 in Spain, and
by small amounts for different career steps in Ireland, the Netherlands, the French
Community of Belgium and Switzerland.

Figure 3.19. Change in teachers' salaries between 1996 and 2002, primary education
Index of change between 1996 and 2002 in teachers' salaries converted to 2002 price levels using GDP deflators
(1996 = 100)
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Note: The index is calculated as: Teacher salary in 2002 in national currency x 100/Teacher salary in 1996 in national
currency x GDP deflator 2002. The data for Belgium in 1996 are based on Belgium as a whole.

Source: OECD (2004a).
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Table 3.2. Comparison of average secondary teachers' salaries with those of other public
sector employees, 1999

Average compensation of employees for selected occupations in the public sector relative to the average compensation of
secondary teachers

Comparison with a secondary teacher's salary:
f Average compensation in selected occupation is at least 10% higher than that of secondary teachers
& Average compensation in selected occupation is between -10 and +10% than that of secondary teachers

@ Average compensation in selected occupation is at least 10% lower than that of secondary teachers

Computer operator Librarian Social worker University lecturer Civil engineer
Australia & 4 4 & fed
Austria 4 4 g * *
Canada 4 & & 1t 1t
Czech Republic 4 4 & 1 t*
Denmark & & v * *
Finland 3 4 g t *
France & 1t 4 1 1
Germany 4 & 4 & &
Greece & v v * &
Hungary 4 4 4 * 1t
Iceland & < * * 1)
Ireland 4 & * +* +*
Italy f= m m m m
Japan 4 m m 1t 1t
Korea * * v * *
Luxembourg 2y m 2y m &
Mexico 4 4 4 1 1t
Netherlands < m m * *
New Zealand 4 & 4 1 g
Norway m & & * 1t
Poland & v & * *
Portugal & * * ) 1
Spain 4 +* 4 * 1t
Sweden & & & * *
Turkey 4 4 4 * 4
United States 1 & & 4+ 4+

m: Data not available.

Source: Derived from OECD (2003), Table D5.3.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



3. MAKING TEACHING AN ATTRACTIVE CAREER CHOICE -  {

Notably, Figure 3.19 indicates that in a number of countries the salaries of some
teachers increased more rapidly than others: (i) the salaries of beginning teachers increased
more rapidly than other teachers in Australia, Finland, Denmark, Norway, England and
Scotland; (ii) mid-career teachers earned comparatively large pay rises in Japan, Portugal
and Austria; and (iii) experienced teachers were granted relatively large salary rises in
Hungary, New Zealand and Greece, with proportionately smaller increases evident for
experienced teachers in Belgium (French and Flemish Communities) and Mexico. The
varying levels of increases for different types of teachers indicate a targeted and market-
sensitive approach. A number of countries that have been experiencing shortages have
concentrated salary rises for teachers in the early stages of their careers. This has been done
in Australia, Denmark, England and Norway, for example. Each of these countries has
reported an increase in teacher education numbers and, in Australia and England at least,
there is some evidence of an increase in the academic quality of those studying teacher
education.

Despite the fact that teachers’ statutory salaries have increased in most countries since
the mid-1990s, the evidence is that average community incomes (as indicated by GDP per
capita) have increased at a faster pace. As Figure 3.20 shows, in 14 of the 19 systems with
relevant data, the statutory salary of a lower secondary teacher in public schools with 15
years experience fell relative to GDP per capita between 1994 and 2002. The fact that
teaching is largely a public sector activity would explain part of this relative decline since
in many countries in recent years public sector salaries have grown more slowly than those
in the private sector.

Figure 3.20. Teachers' relative salaries over time

Ratio of salary after 15 years of experience to GDP per capita; Public institutions, lower secondary education
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Note: All countries for which data are available for both years considered are shown. Data for Turkey refer to primary
education and common data were used for both Belgian Communities for 1994. The indicator is limited because it is based on
statutory rather than actual salaries, financial benefits other than salaries are not included, and the reference point, GDP per
capita, does not reflect salary levels in comparable occupations. A more appropriate indicator would compare teachers' actual
salaries and other benefits with workers in professions requiring similar qualifications and at similar age levels. Such data are
not yet available at international level.

Source: OECD (2001, 2004a).
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3.3.3. Job flexibility

Teaching needs to offer potential recruits a satisfactory work-life balance if it is to be
competitive in the job market. As was shown in Figure 3.15A for France, 35% of beginning
primary teachers named achieving a balance between professional and private life as one of
the three main reasons for becoming a teacher. In the United Kingdom, the
Equal Opportunities Commission (2002) argues that, while in the past teaching attracted
entrants who saw itas “family friendly” because of the shorter contact hours and long
holidays, this is no longer the case. Other employers and professions are now recognising
the benefits for recruitment of providing a good work-life balance and greater opportunities
for flexible working.

Table 3.3 documents the flexibility of a range of teaching employment conditions in
public schools. Overall, teaching seems to offer considerable flexibility. Part-time teaching
is possible in almost all countries; only in Greece, Japan and Korea are “regular” teachers
unable to work part-time. Most countries also enable teachers to hold more than one part-
time teaching job.’

Figure 3.21 shows the actual proportions of teachers in the different countries who are
classified as working part-time (i.e. less than 90% of a normal full-time teaching load). The
country average of part-time teaching is 19% in primary education and 24% in secondary
education. The incidence of part-time teaching is more common in secondary education in
16 of the 21 countries for which data for both levels of education are available. Countries
vary widely in the extent to which part-time teaching is used. In Israeli primary schools and
Mexican secondary schools about 80% of the teachers are classified as part-time, as are
approximately 50% of the primary teachers in Germany and the Netherlands. On the other
hand, less than 5% of primary teachers in Finland, Greece, Ireland and Japan work part-
time, and there are very few part-time primary or secondary teachers in Italy and Korea.

Figure 3.21. Percentage of teachers who work part-time in public and private institutions, 2002
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Note: Teachers employed for less than 90% of the normal or statutory number of hours of work for a full-time teacher over a
complete school year are classified as part-time teachers. Secondary education includes both general and vocational
programmes. Data for primary education for Denmark, Iceland and Norway include lower secondary education. Data for
secondary education for Iceland refer to upper secondary education only.

Source: OECD Education Database, 2004.

® This may not always reflect teachers’ preferences but rather the difficulty of securing a full-time position.
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Table 3.3. Flexibility of teaching employment, public schools, 2004

Australia

Austria
Belgium (Fl.)
Belgium (Fr.)
Canada (Qb.)
Chile
Denmark
Finland
France

Germany

Greece

Hungary

Ireland

Israel

Italy

Japan

Korea

Netherlands
Slovak Republic

Sweden

Switzerland

United Kingdom (Eng.)
United Kingdom (N.Irl.)
United Kingdom (Scot.)

United Kingdom (Wal.)

United States”

Is part-time teaching
possible?

Do teachers have to
stay at the school
during the regular

school day while not

engaged in classroom

Is sabbatical leave available for
teachers? (in parentheses: the
maximum duration of the
sabbatical leave and the
frequency with which teachers

Can teachers hold
more than one part-
time teaching job at

the same time?

Can teachers take leave without pay for a career break and
return to teaching with the same employment conditions?
(maximum duration of such leave in parentheses)

can take it) teaching?
. Generally yes, e.g. under
For all teachers Yes, for most states Re) gent'eral!y t.o same sallary Sz Ele EliE LI (Ll deferred salary schemes Yes
post if within agreed timeframe (usually 12 months)
(usually for 12 months)
For all teachers Yes Yes, teachers rgturn tg the samg salary step but not necessarily Yes No
their previous teaching post (10 years)
Bl (RS Vs Yes, teachers rt_eturn to thg same salar_y s_tep and to their No No
previous teaching post (unlimited)
For all teachers Yes Yes, teachers re?urn to_ the same_salary step but not necessarily No No
their previous teaching post (6 years)
Yes, teachers with permanent post return to the same salary Depends on local
For all teachers Yes . N 5 No
step and to their previous teaching post (2 years) agreements
Yes, teachers return to the same salary step and to their Yes, for full-time
For all teachers Yes X X No
previous teaching post (6 months) teachers
For all teachers Yes Yes, teachers return (lo the samle salary step and to their No No
previous teaching post
For all teachers Yes Yes, teachers return tvo the samg salary step and to their No No
previous teaching post
Bl (RS No' Yes, teachers return t'o the same salaw step but not necessarily NO? No
their previous teaching post
Yes, teachers return to the same salary step but not necessarily . .
For all teachers No X N . Yes (typical duration of 1 year) No
their previous teaching post
Only for temporary . Yes (up to 5 years in total
teachers and teachers Vs Yes, teachers relturn to the'same salary step and to their throughout career but no more Yes®
. 3 previous teaching post (3 years) "
on an hourly basis than 4 consecutive years)
Yes, teachers return to the same salary step and to their Yes, at the discretion of the
For all teachers Yes previous teaching post (in most cases, at the discretion of the  school principal (duration and No
principal) frequency are not regulated)
No, in primary Yes (up to 5 years in total Yes, in primary
For all teachers education; Yes, teachers with permanent post return to the same salary throughout career, frequency education;
Yes, in secondary step and to their previous teaching post (5 years) decided on a case-by-case No, in secondary
education basis)® education
Yes, teachers return to the same salary step and to their Yes, (2 hours a day
For all teachers Yes previous teaching post, upon receiving the approval of regional Yes (1 year, every 6 to 8 years)s beyond classroom
authorities (3 years) teaching time)
Only for teachers with a Yes, teachers return to the same salary step and to their
No N X No No
permanent post previous teaching post (1 year)
Only for temporary Yes, teachers return to the same salary step and to their
Yes . . No Yes
teachers previous teaching post (3 years)
Il fer IR S Yes, teachers return to the same salary step and to their
employed on an hourly Yes . . No Yes
. previous teaching post (3 years)
basis
For all teachers Yes Yes, teachers return fo the §ame salary step but not necessarily Yes (1 year, every 12 years) No
their previous teaching post
Rl CEETs Ves Yes, teachers return t_o the §ame salaw step but not necessarily No No
their previous teaching post
For all teachers Yes Yes, teachers return t.o the §ame salary step but not necessarily No Yes
their previous teaching post
B el s Yes Yes, teache'rs retulrn to the s?me salary step but not necessarily Yes (generally G'months, No
their previous teaching post (generally, 1 year) generally once during career)
Yes, teachers return to the same salary step but not necessarily No, but schools might exercise At the principal's
For all teachers Yes . N . X N N N N
their previous teaching post discretion over it discretion
For all teachers Yes Yes, teachers return (_o the sam_e salary step and to their Bt GlisEretiE G EmlEEn At the discretion of the
previous teaching post employer
For all teachers Yes At the discretion of the employer At the discretion of the employer No
For all teachers Yes Yes, teachers return to the same salary step but not necessarily No, but schools might exercise At the principal's

Generally, for all
teachers

their previous teaching post discretion over it discretion

Generally yes (typically one year
but sabbaticals are not widely
practised at the school level)

Varies by school

Generally, yes district

Generally, yes

Definition: Sabbatical leave is defined as leave with part or full pay for study or other career-related purposes.

Notes:

1. However, teaching might be undertaken at different schools.

2. However, teachers benefit from a special leave for professional training of a maximum duration of 3 years, which includes full pay for one year.

3. Part-time teaching is possible for regular teachers under special circumstances (e.g. difficult pregnancy, secondment to other educational services).

4. Stipulated by law but not often observed in practice.

5. Teacher is required to employ a replacement at his/her own expense for the duration of the sabbatical. The maximum duration of 5 years for a career break considers leaves other than the

sabbatical.

6. Teachers can take a sabbatical leave for two years on a half-time basis.

7. Policies vary by school district (local municipal education agencies) and it is difficult to express the average for the country as there are 15 000 school districts and no uniform policies across the
country. Data on each district's policies regarding leave without pay are not available.

Source: Derived from information supplied by countries participating in the project. The table should be interpreted as providing broad indications only, and not strict comparability across

countries.
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Increasing the opportunities for part-time teaching could increase its appeal to a wider
range of people. In particular, the United Kingdom background report notes that 70% of
women returning to work in teaching after maternity leave choose part-time work if it is
available. Rates of return to teaching by women are likely to increase if more part-time
teaching is available. However, having a high proportion of part-time teachers can pose
management and programme co-ordination difficulties for schools. Making part-time
teaching more readily available could therefore necessitate more support resources in order
to be successfully implemented.

Table 3.3 shows that in 15 of the 26 of the systems concerned, teachers are able to go
on leave without pay for long periods and return to their previous salary step and teaching
post. In another 10 countries teachers keep their salary step but not necessarily their
previous post.

Flyer and Rosen (1997) found that, in the United States at least, teaching enables more
flexible movements between paid employment and other activities. Their particular focus
was female university graduates, and the extent to which leaving employment for child-
rearing purposes imposed a financial penalty. While any break from paid work has a cost,
female teachers suffered less than other graduate workers: in general, when female teachers
resumed employment it was at the same salary step as when they left, whereas other female
graduates experienced an average salary reduction of around 9% for each year spent away
from paid employment. Their work also showed that such flexibility in teaching is valued
highly by women.

Table 3.3 reveals a more mixed situation regarding the availability of paid leave for
sabbatical purposes, with only ten countries making some form of provision. However, of
these it seems that only a few countries have well-established sabbatical systems (Germany,
Israel and the Netherlands). In Germany, almost all Lander offer a sabbatical year to
teachers where the work due in that particular year is “worked in advance” in the preceding
years — the teacher works longer hours for the same pay or the same hours for lower pay
during a given period, which is then used to fund the sabbatical year. Teachers are also
entitled to take a leave of absence for roles outside education or to work in school
administration, teacher education institutions or school counselling.

Another aspect of job flexibility, although one that may have mixed effects, is whether
or not teachers have to stay at the school during the regular school day while not engaged in
classroom teaching. In 14 of the 22 systems which supplied such information, teachers do
not. This is more likely to apply to secondary than primary teachers since the latter tend to
be responsible for a class for most of the day.*°

3.3.4. Job security

In most countries teachers are employed as part of the public service, and this involves
a high level of job security once a tenured position is obtained. Estimates for Belgium
(Flemish Community) indicate that although teachers on average have a lower salary than

10 The country review visits generated varying perspectives on the phenomenon of teachers not being at school for the full school
day. Some teachers expressed appreciation for this flexibility, as it enabled them to prepare for their teaching in ways that suited
them best, and to combine this with family or other responsibilities. Other teachers pointed out that it was a necessity to prepare
work away from the school because school facilities were so poor. On the other hand, a number of teachers and principals
expressed concern about the practice as it hindered whole-school planning, and reduced opportunities for discussions with
colleagues, parents and students.
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other workers with equivalent qualifications, the relatively high levels of job security
enjoyed by permanent teachers and the longer holidays available to them mean that their
overall compensation package is broadly competitive with private industry (Hay Group,
2001). Teachers also benefit from a generous pension scheme. The regulated retirement age
is 60 but it is possible to retire with a pension at age 58.

Although research on motivation for becoming a teacher indicates that job security is
not among the most highly ranked reasons, it nevertheless forms part of the overall
package. For example, as Figure 3.15A showed, around 25% of beginning primary teachers
in France indicated that job security was one of the three main reasons for becoming a
teacher. Research from Northern Ireland shows that among primary teacher trainees job
security was ranked fifth out of 12 factors by males and seventh by females (Johnston et al.,
1999).

The challenge at the present time is that the hurdles throughout the teaching career are
typically quite uneven. The obstacles are generally quite high in the beginning of the career
while the teacher has temporary status. During this period, the teacher may be appointed for
short periods of time, may be replaced by teachers with permanent status, may need to
move from one school to another, may teach in several schools in the same school year, and
may be dismissed in a relatively straightforward manner. Once permanent status is
acquired, the picture generally changes quite markedly, and the teacher acquires a
significant level of job security together with virtually automatic salary rises over time.

As was noted in Section 3.1.12, in a number of countries beginning teachers currently
find it quite difficult to obtain a permanent position, and the process can take several years.
Work by Vandenberghe (2000) indicates that for beginning teachers in the French-speaking
Community of Belgium, salary is a less important factor in deciding whether to stay in the
profession than access to a full-time permanent teaching post. The estimates by the Hay
Group (2001) for teachers’ comparative compensation in the Flemish Community of
Belgium indicate that the overall package for beginning teachers is not competitive with
equivalent positions in private industry since beginning teachers lack job security.

The appropriate policy response is not to necessarily make it easier for beginning
teachers to gain permanent job status and security. Rather, it is to provide more structured
induction and support for teachers early in their careers, along with a more systematic
process of performance review for established teachers. These issues are taken up further in
Chapters 4 and 5, respectively.

3.3.5. Public perceptions of teachers and teaching

There is a frequently voiced concern that teaching has fallen in social standing over the
years, and that this has made it harder to recruit talented individuals into the field. There is
no comparative international evidence on this question, and only a few countries have any
long-term national data. The individual country results are difficult to analyse because of
differing methodologies, samples and questions asked. The scattered findings do not
provide a solid basis for generalisations, and can be taken as indicative only. Based on the
material included in the Country Background Reports, however, the social standing of
teachers seems quite high, and seems to have changed little over the years.

Nevertheless, despite the relatively high status of teachers, and general public
confidence in their work, many people also see teaching as difficult and demanding work.
As most Country Background Reports note, media coverage of schools often focuses on the
negatives such as student violence and misbehaviour, and this undoubtedly makes teaching
seem a less attractive career.
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Indicators of public perceptions drawn from the Country Background Reports are as
follows.

— Australia (2003 data): teaching was the 4™ highest ranked of 15 professions by the
public for ethics and honesty (behind nurses, pharmacists and doctors), and was the
only profession to significantly improve its ranking over the previous 20 years.

— Canada (Quebec, 2003): almost 90% of citizens expressed confidence in teachers, and
they had higher confidence ratings than judges, police officers, notaries, bankers,
priests or senior civil servants.

— Japan: in 1995 elementary school teachers were ranked 17" out of 56 professions in
social status, which was little changed from their 1975 ranking (18" out of 82
professions).

—  Switzerland (2002 data): 73% of adults believe that teachers enjoy “considerable” or
“great” respect, and this proportion had not changed since 1993.

— England (2000 data): 94% of adults agree that teaching is a highly skilled job, 84% of
parents believe that teachers do a good job at their child’s school, and 81% of non-
parents think that teachers do a good job. A 2003 public opinion survey indicated that
being a teacher ranked second (12% of respondents) behind doctor (29%) on a list of
11 occupations as the job they would be most proud for a member of their family to do
(Taylor Nelson Sofres, 2003). Teaching had shown the largest gain since the first
survey in 2001 when it then ranked third (9%) behind being a lawyer.

Some negative public perceptions of teaching are also evident.

—  Switzerland (1999 data): 65% of individuals believed that teachers are not adequately
motivated for their work, and 54% felt that teachers were too focused on passing on
knowledge and were not sufficiently concerned with the all-around education of
students. On the other hand, the same survey indicated that 74% of people felt that
teachers would give their best in the interests of students.

— England (2003 data): when asked the reasons for not choosing teaching as a job they
would be most proud for a member of their family to do, 18% indicated there are too
many discipline/behaviour problems in schools, 17% indicated other careers were
better, 13% said the job is too stressful and 12% said that the pay is too low.

—  Other research from the United Kingdom indicates that the main aspects of teaching
that deter young people from considering it as a career are low pay, paperwork and
dealing with disruptive pupils (Haydn et al., 2001).

Teachers seem to perceive that their job has lower status than wider public surveys
would indicate. For example, a 1998 survey in Korea indicated that 75% of parents ranked
teachers’ social status as average or higher, whereas 60% of teachers ranked their social
status as low or very low. In Austria, a 2000 survey indicated that about two-thirds of
teachers are not happy with the image of the teaching profession, and that this is their major
source of job dissatisfaction; and yet other information indicates that the social standing of
teachers in Austria is relatively high. In the United Kingdom, a very large 2003 survey
indicated that only 30% of teachers felt that the public respected the teaching profession,
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which contrasts with the much more positive findings from public opinion surveys cited
earlier.

Such results imply that teachers’ self-image needs to be improved. In Italy, 75% of
high-school teachers surveyed in 1999 felt that teaching’s prestige had declined during the
1990s; in 1990 an equivalent survey found that 65% of high-school teachers felt that
teaching’s prestige had declined during the 1980s. Almost half of the 1999 survey group
expected that teaching’s prestige would decline further during the forthcoming decade.

Australian research indicates that the image of teaching is much more positive among
those who have close contact with schools: parents with school-age children generally are
more positive than non-parents; and those who are engaged in school activities are more
positive than those who are not. This suggests that building stronger links between the
schools and the community will help to enhance the status of teaching. Box 3.6 outlines
recent initiatives by education authorities and teacher unions to improve teaching’s public
image in Austria, Brandenburg (Germany), Finland, he Slovak Republic and Sweden.

Box 3.6. Improving the image and status of teachers in Austria, Brandenburg
(Germany), Finland, the Slovak Republic and Sweden

In Austria there are extensive communications (including websites) from schools and
provincial education authorities about school operations and educational “success stories”;
campaigns by teachers’ unions to better inform people about why teaching is important and what
it really involves; and public recognition from the federal authorities for outstanding schools and
teachers, through the “education Oscars” programme.

The Land of Brandenburg in Germany has been proactive in taking measures to improve
public appreciation of schools and the image of teachers. These include: public ceremonies when
new teachers are appointed and experienced teachers retire; the award of a prestigious public prize
to projects in schools and in the field of social education; sponsored trips for teachers to
educational fairs held in other Lénder; and the public presentation of 50 projects from schools,
chosen by competition, during the annual festivities of Brandenburg Day. These projects are
selected to showcase student initiative and creative and socially engaged teachers, and the
winning schools are awarded substantial prizes.

In Finland in 2002, the Trade Union of Education launched the “Finland Needs Teachers”
project to raise awareness of teachers’ work and its significant contribution to society. The project
is aimed at conveying a more realistic and positive image of teaching to the general public.

In the Slovak Republic, the establishment of an annual “Teacher Day” as a teacher holiday in
honour of the anniversary of Comenius’ birth has provided a high-profile way to showcase
teaching and to express public appreciation for teachers’ work.

In Sweden the Attractiv Skola (Attractive Schools) project, a joint venture of education
authorities, teacher unions and the principals’ professional association, is encouraging local
authorities to form stronger links between schools, universities and the business community.
Local authorities apply to join the project whose aims include improving community awareness of
school programmes, job exchanges between schools and businesses, developing networking skills
among schools and teachers, and improving the appeal of schools as places of work.

3.3.6. The structure of initial teacher education

The structure of teacher education and the requirements to obtain a teaching
qualification have an important impact on the decision about whether to become a teacher.
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Traditionally, teacher education programmes have been oriented towards attracting school
leavers, or recent graduates, and have required people to make a relatively early decision
about becoming a teacher. Before people could start teaching in schools they generally had
to complete a full programme of initial teacher education. Such requirements can limit the
pool of prospective applicants. For example, Hanushek and Pace (1995) concluded that
university students in the United States are less likely to complete education majors in
states that require candidates for teaching licences to complete a relatively larger number of
education-related courses. This requirement raises the cost of obtaining an education
degree, especially for university students who either plan to teach for a few years before
moving to another occupation or want to obtain a teaching licence as “insurance” in case
opportunities in other fields prove unattractive. Similarly, the authors conclude that
requiring applicants for teaching licences to score above a pre-specified cut-off on a
standardised test (National Teacher’s Examination) reduces the number of university
students who train to become teachers and the number of university graduates who obtain
teaching licences.

Countries face difficult challenges in balancing the requirements to increase the supply
of prospective teachers while at the same time maintaining or hopefully improving teacher
quality. However, most countries are now seeking more flexible approaches to both teacher
education and entry into the field. These new approaches are intended to help address
teacher shortages, as well as to bring new types of skills and experience into schools.

Table 3.4 summarises the current provision of alternative pathways into teaching.
Seventeen of the 25 systems offer pathways into teaching for so-called “side entrants”, that
is people from other careers who do not hold full teaching qualifications. The most
common approach is to organise special training programmes in “traditional” teacher
education institutions (12 of 17 countries). A few other approaches exist such as training
programmes within adult education (Belgium, Flemish and French Communities), distance
learning (Chile, Denmark, the Netherlands, the Slovak Republic and Sweden) and school-
based programmes (England and Wales and the Netherlands). The duration of such
alternative programmes is typically between one and two years, but great variability exists.
In some countries, pedagogical preparation can be acquired within one year: Belgium
(Flemish Community); Denmark; England and Wales; Finland; France, Germany; Israel
and the United States.

In almost all countries for which information is available (15 of 16 cases), it is possible
to start working as a teacher before completing the preparation in pedagogy (the exception
is Quebec). Where people have to acquire their pedagogical preparation before starting
work as a teacher, they typically do not receive any remuneration. In most countries side-
entrants are able to start teaching without full teaching qualifications (16 of 20 countries,
the exceptions being Australia, Austria, Denmark and Ireland).
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Table 3.4. Alternative pathways into teaching, public schools, 2004

Australia

Austria

Belgium (FI.)

Belgium (Fr.)

Canada (Qb.)

Chile

Denmark

Finland

France

Germany

Greece
Hungary

Ireland

Israel

Italy
Japan
Korea

Netherlands

Slovak Republic

Sweden

Switzerland

United Kingdom (Eng.
and Wal.)

United Kingdom (N.Irl.)
United Kingdom (Scot.)
United States’

Preparation in pedagogy

Do side-entrants
receive remuneration
while acquiring their

Are side-entrants

Before starting able to start teaching

Alternative programmes available Duration work 858 o ching qualifications  without full teaching
teacher or while . ntio oo
. (where this occurs qualifications?
on the job?

before starting work as
a teacher)?

Do side-entrants have their work experience acquired
outside education recognised for the definition of their
starting salary?

Both but usually

Special training programmes in traditional before starting

teacher education institutions in most

Generally no but

Varies from 1 to . .
internship programmes

Usually no

states G SRE R EBE available in two States
teacher
Yes for teachers of
. Yes for teachers of e
Special training programmes in traditional .. vocational education;
L 2-3 years Both vocational education;
teacher education institutions No for all other
No for all other teachers
teachers
Flexible, but a
Special tralmng prggrai\mr.nes in adult mmmum of two Both No Vs
education institutions periods of 6
months
Special training pr_ogrgmr_nes in adult m Both No Yes
education institutions
. . . . Before starting
Special training programmes in traditional
S 2.5 years work as a No Yes
teacher education institutions
teacher
Special training programmes in traditional
teacher education institutions and No more than 2 While on the job m Yes
P I . years
institutions using distance learning
Special training programmes in traditional
teacher education institutions and 1-2 years m No No
institutions using distance learning
Non-regular special training programmes 1 year While on the job, m Yes
9 P 9 prog| ¥ generally
Direct access to the final year of initial
teacher education following success in 1 year While on the job Yes Yes
examination (“troisiéme concours")
Special training programmes in traditional
teacher education institutions, especially in 1-3 years While on the job Yes Yes
vocational education
None a a a m
Yes in the last year
None a a a
of coursework
None a a a No
Special training programmes in traditional
teacher education institutions and other 1 year Both Yes Yes
types of institutions
None a a a m
None a a a Yes
None a a a Yes
(1) special programmes in traditional
teacher education institutions; . (1) Before
3 . (1) 4 years;
(2) special programmes using distance starting work as .
ing: (2)and (3) . (1) No;
leamning; . ateacher; Yes
. maximum of 2 . (2)and (3) Yes
(3) training programmes mostly school- ears (2) and (3) while
based but under responsibility of teacher ¥ on the job
education institution
(1) special programmes in traditional
tea(?her education msu.tunor.ns; 1-2 years Both Yes Vs
(2) special programmes using distance
learning.
Special (rammg‘ programmes in Iradltlor\al At the discretion of
teacher education institutions, often using 1.5 years Both Yes -
. . the school principal
distance learning
6 months for
q in o g preparation
Special training programmes m_!radltlonal courses plus Both Yes Vs
teacher education institutions
between 3.5
and 4.5 years
Trainees on England: Yes (for u|
postgraduate certificate 9 ; ) P
" to 4 years);
(PGCE) receive a )
i Wales: As long as no
Undergraduate, postgraduate and bursary; o .
1-4 years Both N qualified teacher is
employment-based Trainees on .
available (up to 2
employment-based
; years for overseas
routes are paid as teachers)
unqualified teachers .
None a a a m
None a a a m
Yes 1-3 years Both Generally not Yes

Generally no but sometimes yes e.g. public service work
experience

Yes up to a maximum of 5 years of experience if related
to subject being taught

For all teachers: work experience from the public service
recognised
For vocational teachers only: up to a maximum of 10
years of experience recognised
For vocational teachers only: up to a maximum of 6
years of experience recognised

Yes if experience is deemed relevant: first ten years of
i outside ion are i as 1 year
experience in teaching; half of all other years beyond
initial ten are also recognised

No

On a case-by-case basis
Yes
For vocational teachers only: a third of the years of

experience recognised

Yes if related to the subject being taught

m

Yes all years of other work experience

Yes if related to the subject being taught

No

Yes all years of other work experience

Yes, partially

At the discretion of the school or local education
authority

m
m
Generally not

Definitions: Alternative pathways into teaching refer to mechanisms which grant entry into the teaching profession to individuals with work experience outside education and who do not hold full teaching
qualifications. For this purpose, the individuals entering teaching via alternative pathways are referred to as side-entrants . Programmes for recent graduates to acquire teaching qualifications (e.g. a teaching
qualification after graduation in a subject field) are not included. Similarly, retraining or refresher courses for individuals returning to teaching are excluded. Preparation in pedagogy refers to programmes
principally designed to provide preparation in pedagogy to side-entrants which are necessary to acquire a formal teaching qualification. Even if individuals with work experience outside education and no
teaching qualifications can opt for the traditional concurrent or consecutive models of initial teacher education, these are not included. Duration of preparation in pedagogy is for an individual enrolled on a full-

time basis.

Notes: a Information not applicable because the category does not apply; m Information not available.

1. Policies vary by school district (local municipal education agencies) and it is difficult to express the average for the country as there are 15 000 school districts and no uniform policies across the country.

Source: Derived from information supplied by countries participating in the project. The table should be interpreted as providing broad indications only, and not strict comparability across countries.
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Only 3 of 18 countries fully recognise the work experience of side-entrants in
determining their starting salary in teaching (Finland, the Netherlands and Hungary). Other
countries recognise such work experience under certain circumstances: if “deemed
relevant” or related to the subject taught (Austria, Quebec, Denmark, Germany, Israel,
England and Wales), or if it was acquired in the public service (Australia and Belgium,
Flemish Community). Both the Flemish and French Communities in Belgium and France
recognise relevant work experience of vocational teachers. Four countries generally do not
recognise the work experience of side-entrants for salary setting purposes (Chile, Japan,
Korea and the United States).

As is discussed further in Chapter 4, although the data are limited, there seems to be
growth in the number of people entering teaching via alternative pathways. A broad
conclusion from the research, mainly from the United States, is that alternatively certified
teachers generally perform as well as those prepared through traditional teacher education
programmes. However, it also seems to be the case that participants in alternative pathways
need strong supervision and ongoing support to maximise their chances of success.

3.4. Priorities for Future Policy Development

This chapter has documented a range of country concerns about teaching’s
attractiveness as a career. Around one-half of the participating countries face teacher
shortages either at the present time or in the near future as large numbers of teachers reach
retirement age, even after allowing for projected declines in student enrolments. Even
where general teacher supply and demand are approximately in balance, countries report
concerns about shortages of specialist teachers in areas such as mathematics, science, ICT
and languages. There is evidence that teacher shortage problems are most acute in schools
serving disadvantaged or isolated communities. The other set of concerns about teacher
supply are more qualitative in nature and reflect trends in the composition of the teacher
workforce in terms of academic background, gender, competencies, cultural background
and so on. Such concerns are raised even by countries which currently have a large
oversupply of teachers.

Country experience suggests that policy responses are needed at two levels. The first is
concerned with the nature of the teaching profession itself, and seeks to improve its general
status and competitive position in the job market. The second involves more targeted
responses to particular types of teacher shortages. It recognises that that there is not a single
labour market for teachers, but a set of them, distinguished by school type and personal
characteristics like gender and subject specialisation.

An important consideration for teacher policy is the consistent finding that the
responsiveness to incentives depends on the characteristics of individuals. For example,
individuals in certain academic disciplines, such as science, and teachers with higher
academic credentials are less likely to be attracted to teaching in the first place, and less
likely to return to teaching once they leave. Women are likely to particularly value the
potential flexibility that teaching can offer, so improved leave provisions, opportunities for
part-time employment and career breaks, and child care are likely to be particularly
important to their career choices. Such findings support the case for targeted policies, and
yet there are often pressures for “one size fits all” policy responses.

The policy suggestions in this section are drawn from the Country Background Reports,
the country review visits, and other research. The suggested policy priorities do not
necessarily apply to all of the participating countries since in some cases such policies are
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already implemented, while in others they may not apply because of different country
circumstances in regard to teacher demand and supply.

Improving the image and status of teaching

A key part of any general strategy must involve reminding teachers that they are highly
skilled professionals doing important work. Surveys from a number of countries report that
teachers’ self-image is relatively low, and indeed lower than wider public opinion of the
value of their work. Teacher role models are likely to be an important influence on
students’ interest in the career.

Research shows that people who have close contact with schools — such as parents who
assist in classrooms, or employers who have students in workplace learning programmes —
have much more positive attitudes towards teachers than people with little direct contact.
This suggests that building stronger links between the schools and the community will help
to enhance the status of teaching. Programmes that provide opportunities for tertiary
students to visit schools and observe teachers’ work are another way of increasing
awareness of the importance and rewards of a teaching career. Such initiatives can be
reinforced with general campaigns in the media to enhance the image of the profession by
highlighting its importance for the nation as well as its sophistication and complexity, and
the intellectual excitement it can generate. Surveys of what teachers themselves value about
their work provide insights about what needs to be emphasised: teaching’s social relevance;
working with young people; creativity; autonomy; and working with colleagues.

Countries also report success with promotional programmes targeted at groups who are
“non-traditional” entrants to teaching, such as people in their thirties and fourties from
other professions who are looking for a career change, and young graduates for whom
teaching could provide an opportunity to build a wide range of skills before moving on to
other employment. Such initiatives reinforce the message that teaching need not necessarily
be seen as a lifetime career, and that there is flexibility to cope with a more dynamic job
market.

There is also a need to promote the benefits of a teaching career to groups who are often
under-represented among teacher ranks, such as males and those from minority cultural
backgrounds. Such strategies would include promoting positive teacher role models from
similar backgrounds, investigating the reasons behind apparently negative views about
teaching and correcting misconceptions about the job, and disseminating information about
teaching through forums and media that are relevant to such groups.

Improving teaching’s salary competitiveness

Although the data are somewhat limited, and there are a number of country exceptions,
the general picture is that teachers’ salaries relative to those in broadly comparable
occupations have declined since the early 1990s. Although other aspects of teachers’
employment conditions, such as vacations, relative job security and pensions, are often
more generous than in other occupations, teachers’ total compensation package is probably
less competitive than it once was.

A broad conclusion from the research is that in countries where teacher salaries are low
relative to professions requiring similar qualifications, teacher supply appears to be quite
“elastic”: that is, for a given percentage increase in teachers’ relative salaries, the supply of
potential teachers increases by a larger proportion. In countries where teacher salaries are
already relatively high, teacher supply seems to be less elastic: for such countries to achieve
a given increase in teacher supply requires a proportionately larger salary rise.
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Nevertheless, the large size of the teaching workforce means that to raise salaries
across-the-board by even a few percentage points is very costly. It may be more cost-
effective, therefore, to target larger salary rises to the key groups in short supply. For
example, as discussed in the previous chapter, countries that have in recent years provided
much larger pay rises for beginning teachers have tended to see an increase in teacher
education enrolments, some indication of increased academic quality among new student
teachers, and increased numbers of young people joining the profession. Similar results
have been reported for targeted salary rises in the nursing profession (Simoens and Hurst,
2004). Improving teaching’s general salary competitiveness is also likely to improve its
appeal to males and members of minority groups who are currently under-represented in the
profession.

Targeted policy initiatives are also evident in regard to attracting particular types of
teachers. A number of countries have introduced special programmes and incentives
designed to attract more teachers for subjects such as mathematics, science, technology, and
vocational subjects. Fee waivers, scholarships and forgivable loans are some of the
financial incentives being provided to attract such people into teacher education, and salary
bonuses and recognition of work experience are being provided for those who already have
qualifications that are in short supply. Some countries have also considered financial
incentive schemes to attract males and members of minority groups into teacher education,
although the scope of these can be limited by equal opportunities legislation.

Improving employment conditions

Teaching will improve its competitiveness as a career choice if it is able to provide
flexible conditions of employment. Employers are increasingly recognising the need to
provide workers with a good work-life balance and opportunities to combine work with
family responsibilities and other activities. Increasing the opportunities for part-time
teaching could increase its appeal, as could opportunities throughout the career to gain
experience outside schools through sabbatical leave, extended leave without pay, and job
exchanges with industry. Although all such initiatives involve costs, they need to be set
against the benefits of lower staff turnover, improved morale, and bringing new knowledge
and skills into schools.

Expanding the supply pool of potential teachers

Countries are seeking to attract new sorts of people into teaching — not just to overcome
shortages, but also to broaden the range of backgrounds and experiences in schools. Some
countries have had a long tradition of requiring industrial experience for teaching in
vocational programmes, but this is now being broadened to other types of teachers. The
potential sources of teachers can be expanded by opening the teaching profession to
individuals with relevant experience outside education. A useful model is provided by
countries that recognise the skills and experience gained outside education in terms of
starting salary, and which enable appropriately qualified entrants to start working and
earning a salary before completing teacher training qualifications. These are generally
complemented by more flexible approaches to teacher education that offer opportunities for
part-time study and distance learning, and which give credits for relevant qualifications and
experience. Some countries have indicated that alternative pathways into teaching seem to
be particularly appealing to under-represented groups such as males and those from
minority cultural backgrounds.
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Another way of expanding the potential supply pool is through an increased mobility of
teachers across educational levels, something that can be achieved by ensuring that
different teacher education programmes have more elements in common, and by providing
more opportunities for retraining and upgrading teachers’ skills. Former teachers also
provide a major potential source of recruits in many countries. Strategies to tap this source
include maintaining contact with former teachers to keep them informed of educational
developments and job opportunities, and targeted retraining schemes to prepare them for
teaching new school programmes.

Making reward mechanisms more flexible

In most countries teachers with similar qualifications and experience who are working
at a given level of schooling (primary, upper secondary and so on) are paid according to a
single salary scale. The use of single salary schedules makes it very difficult to raise
salaries to attract more qualified teachers to hard-to-staff schools or in subject areas
experiencing shortages without also raising salaries across-the-board. The teacher labour
market is diverse, and teacher recruitment difficulties vary by type of school, subject
specialisation, and region. Also, in many countries the problems of teacher shortages and
high turnover of staff are felt most acutely in schools that are already disadvantaged.

The research evidence suggests that in a number of countries the current incentives are
insufficient to attract teachers to work in challenging schools or difficult locations. Some
countries use administrative rules that require teachers to spend designated periods of time
in particular types of schools before they are eligible for promotion or more favoured
locations, and one or two countries require teachers to change schools periodically. For
countries where such rules would not be feasible, or there would be concerns about the
quality implications of teachers being required to work in certain locations rather than
choosing to do so, the incentive structure needs to be used in a more flexible manner. For
instance, substantial salary allowances for teaching in difficult areas, transportation
assistance for teachers in remote areas, or bonuses for teachers with skills in short supply
will help ensure that all schools are staffed with teachers of similar quality. Research from
the health sector suggests that incentives to encourage doctors to work in rural areas
(including support for spouse employment and accommodation) are more cost-effective
than schemes that require doctors to serve a designated amount of time in rural areas
(Simoens and Hurst, 2004).

Also worthy of attention are non-salary strategies, such as lower class contact times or
smaller classes, for schools in socially difficult areas or which have particular educational
needs. The incentives need to be sufficiently large to make an ongoing difference in the
quality of teaching in disadvantaged schools.

Improving entrance conditions for new teachers

Policies to encourage more people to enter teaching are unlikely to pay off if high-
quality candidates find it hard to gain teaching posts. The best candidates, who are likely to
have good job prospects outside teaching, may not be willing to wait in a lengthy queue or
to endure a succession of short-term teaching assignments in difficult schools. Well-
structured and resourced programmes of induction for new teachers and selection processes
that ensure the best candidates get the available jobs are critical in these cases. Reducing
the weight given to seniority in ranking applicants for teaching vacancies will also help
reduce the risk of new teachers being disproportionately assigned to difficult schools. Issues
of induction, and teacher selection and assignment, are taken up further in Chapters 4 and 5,
respectively.
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Rethinking the trade-off between the student-teacher ratio and average teacher
salary

Much of the preceding discussion has focused on ways to improve teacher supply.
However, when demand exceeds supply, another strategy is to look at ways of reducing
demand, or at least not increasing it further. Broadly speaking, further spending on schools
can be used to either reduce student-teacher ratios (and thereby employ more teachers and
reduce average class size), or increase teachers’ average salaries, or some combination of
the two. While targeted class size reductions can be beneficial for some students (such as
those in the early years of school or those from disadvantaged backgrounds), across-the-
board reductions in class size are expensive and unlikely to lead to substantial learning
gains, at least in the range of class sizes currently existing in most countries. The literature
identifies several cases in which the expansion of the teaching force required to staff a
policy of smaller classes appears to have led to a decline in the average quality of new
teaching recruits — and thereby put at risk the hoped-for benefits of smaller classes.

An alternative strategy would be to focus additional spending on increasing teachers’
average salaries and employing more support staff in schools. This strategy would aim to
both make teaching more attractive and, through the greater use of support staff, enable
teachers to focus more on their specialist expertise. Indeed, there is some evidence from
recent years that more countries are placing greater weight on increasing teacher salaries
than on reducing student-teacher ratios. There could even be arguments for reconfiguring
staffing in some schools so that fewer teachers are employed but they are paid substantially
more and provided with much more extensive support.

At the other end of the spectrum, there are some countries with an oversupply of
teachers and which have both high student-teacher ratios and average teacher salaries. In
such cases there would be an argument for focusing additional school spending on
employing more teachers, rather than increasing teachers’ average salaries, and thereby
improve teaching and learning conditions in schools.

Capitalising on an oversupply of teachers

Not all countries currently face teacher shortages, and some have many more qualified
applicants than available teaching positions. In countries with high student-teacher ratios,
this can provide an opportunity to increase teacher employment and improve conditions in
schools. Countries experiencing teacher oversupply also have the opportunity to be much
more selective about those who are employed. There is evidence among some participating
countries of a broadening of teacher selection criteria and processes away from a reliance
on examination results. Candidates are now being required to undertake interviews,
undergo aptitude tests, prepare lesson plans, and demonstrate their teaching skills.

School systems with too many qualified teachers are looking for ways to adapt teacher
education and professional development to deal with oversupply in a constructive manner.
Countries in these circumstances need to ensure that the quality of teachers’ preparation is
not undermined by the large number of candidates — e.g. through quantitative pressures in
institutions of teacher education, difficulty in providing traineeships in schools, or fewer
opportunities for professional development activities. An oversupply of teachers has
resulted in some countries from a policy that largely guarantees graduates of initial teacher
education employment in public schools. Changing this policy so that employment as a
teacher depends on demonstrated need and individual competence is clearly important,
along with making initial teacher education programmes broader so that individuals obtain
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skills and qualifications that provide other employment opportunities when teaching jobs
are not available.

References

Ballou, D. and M. Podgursky (1997), Teacher Pay and Teacher Quality, W.E. UpJohn
Institute for Employment Research, Kalamazoo, MI.

Beaudin, B. (1993), “Teachers Who Interrupt their Careers: Characteristics of Those Who
Return to the Classroom”, Educational Evaluation and Policy Analysis, 15(1), pp. 51-
64.

Boyd, D., H. Lankford, S. Loeb and J. Wyckoff (2003), “Understanding Teacher Labor
Markets: Implications for Educational Equity”, in M. Plecki and D. Monk (eds.), School
Finance and Teacher Quality: Exploring the Connections, 2003 Yearbook of the
American Education Finance Association, Eye on Education, Larchmont, New York.

Corcoran, S., W. Evans and R. Schwab (2002), “Changing Labor Market Opportunities for
Women and the Quality of Teachers 1957-1992”, Working Paper No. 9180, National
Bureau of Economic Research, Cambridge, MA.

Department for Education and Skills (2003), Statistics of Education: Teachers in England
(including teachers’ pay for England and Wales), London.

Department for Education and Skills (2004), Statistics of Education: School Workforce in
England (including teachers’ pay for England and Wales), London.

Dolton, P. (1990), “The Economics of UK Teacher Supply: The Graduate’s Decision”, The
Economic Journal, 100, pp. 91-104.

Dolton, P., A. Tremayne and T. Chung (2003), “The Economic Cycle and Teacher Supply”,
paper commissioned for the “Attracting, Developing and Retaining Effective Teachers”
Activity, Directorate  for  Education, @ OECD, Paris.  Available  from
www.oecd.org/edu/teacherpolicy.

Drudy, S., M. Martin, M. Woods and J. O’Flynn (2002), Gender Differences in Patterns of
Entry to Colleges of Education, Report submitted to the Department of Education and
Science, Dublin.

Equal Opportunities Commission (2002), Unpublished stakeholder evidence for the United
Kingdom, Country Background Report prepared for the “Attracting, Developing and
Retaining Effective Teachers” OECD Activity, London.

Figlio, D. (1997), “Teacher Salaries and Teacher Quality”, Economics Letters, 55, pp. 267-
271.

Flyer, F. and S. Rosen (1997), “The New Economics of Teachers and Education”, Journal
of Labor Economics, 15(1), pp. S104-S139.

Hanushek, E. (2000), “Evidence, Politics, and the Class Size Debate”, in “The Class Size
Policy Debate”, Working Paper 121, Economic Policy Institute, Washington D.C.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



92 — 3. MAKING TEACHING AN ATTRACTIVE CAREER CHOICE

Hanushek, E. and R. Pace (1995), “Who Chooses to Teach (and Why)?”, Economics of
Education Review, 14(2), pp. 101-117.

Haydn, T., A. Cockburn and A. Oliver (2001), “Young People’s Perceptions of Teachers
and Teaching as a Career”, paper presented at the British Educational Research
Association Annual Conference, September 13-15, Leeds University.

Hay Group (2001), Een Nieuw Integraal Beloningsbeleid voor het OnderWijspersoneel.
Eerste Fase: Vergelijkende Loonstudie en Eerste Aanbevelingen, Hay Group
consultants, Brussels. (A summary in English, Open Up the Flat Career Perspectives,
www.ond.vlaanderen.be/schooldirect/ Afdrukvb/PR_paystudy.htm).

Henke, R., S. Geis and J. Giambattista (1996), “Out of the Lecture Hall and into the
Classroom: 1992-93 College Graduates and Elementary/Secondary School Teaching,”,
Statistical Analysis Report, NCES 96-899, National Center for Education Statistics, U.S.
Department of Education, Washington, D.C.

Hoxby, C. (2000), “Would School Choice Change the Teaching Profession?”, Working
Paper 7866, National Bureau of Economic Research, Cambridge, MA.

Hunt, M. (2002), “Career Changers’ Perceptions of Teaching: From Trainee to Newly
Qualified Teacher”, in A. Ross (ed.), Emerging Issues in Teacher Supply and Retention:
Proceedings of the Second Conference of the Teacher Supply and Retention Project,
Chapter 5, Institute for Policy Studies in Education, London.

Ingersoll, R. (1999), “The Problem of Underqualified Teachers in American Secondary
Schools”, Educational Researcher, 28(2), pp. 26-37.

Ingersoll, R. (2003), Who Controls Teachers’ Work? Power and Accountability in
America’s Schools, Harvard University Press, Cambridge, Massachusetts.

Jepsen, C. and S. Rivkin (2002), “What is the Trade-off between Smaller Classes and
Teacher Quality?”, Working Paper 9205, National Bureau of Economic Research,
Cambridge, MA.

Johnston, J., E. McKeown and A. McEwen (1999), “Primary Teaching as a Career Choice:
The Views of Male and Female Sixth-Form Students”, Research Papers in Education,
14(2), pp. 181-197.

Lankford, H., S. Loeb and J. Wyckoff (2002), “Teacher Sorting and the Plight of Urban
Schools: A Descriptive Analysis”, Educational Evaluation and Policy Analysis, 24(1),
pp. 37-62.

Luukkainen, O. (2000), “Opettaja vuonna 2010, Opettajien perus- ja tdydennyskoulutuksen
ennakointihankkeen (OPEPRO)”, selvitys 15, Loppuraportti, Opetushallitus ["Teachers
in 2010, Anticipatory Project to Investigate Teachers’ Initial and Continuing Training
Needs (OPEPRO)”, Report 15, Final report, National Board of Education, Executive
summary available in English].

Meuret, D. (2001), Les Recherches sur la Réduction de la Taille des Classes, IREDU,
Université de Bourgogne, France.

ministére de I’Education nationale, France (2001), Note d’Information, 01-46, Octobre,
“Devenir professeur des écoles”, Paris.

ministére de I’Education nationale, France (2002), Note d’Information, 02-19, Awvril,
“Concours de recrutement de professeurs des ecoles, Session 2000”, Paris.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



3. MAKING TEACHING AN ATTRACTIVE CAREER CHOICE - 93

Ministerial Council on Education, Employment, Training and Youth Affairs (2003),
Demand and Supply of Primary and Secondary School Teachers in Australia,
Melbourne.

Ministry of Education, Culture and Science, the Netherlands (2002), Education and Science
in the Netherlands: Facts and Figures, The Hague.

Mitchell, D., L. Scott and D. Covrig (1999), “Cultural Diversity and the Teacher Labour
Market: A Literature Review”, Research Paper, California Educational Research
Cooperative, University of California, Riverside.

Mont, D. and D. Rees (1996), “The Influence of Classroom Characteristics on High School
Teacher Turnover”, Economic Inquiry, January, 34, pp. 152-167.

Murnane, R. (1996), “Staffing the Nation’s Schools with Skilled Teachers”, in E. Hanushek
and D. Jorgenson (eds), Improving America’s Schools: The Role of Incentives, National
Research Council, National Academy Press, Washington, D.C.

Murphy, P., M. DeArmond and K. Guin (2003), “A National Crisis or Localized Problems?
Getting Perspective on the Scope and Scale of the Teacher Shortage”, Education Policy
Analysis Archives, 11(23).

Nickell, S. and G. Quintini (2002), “The Consequences of the Decline in Public Sector Pay
in Britain: A Little Bit of Evidence”, The Economic Journal, 112, pp. F107-F118.

OECD (1995), Education at a Glance: OECD Indicators 1995, OECD, Paris.
OECD (2001), Education at a Glance: OECD Indicators 2001, OECD, Paris.
OECD (2003), Education at a Glance: OECD Indicators 2003, OECD, Paris.
OECD (20044a), Education at a Glance: OECD Indicators 2004, OECD, Paris.

OECD (2004b), Completing the Foundation for Lifelong Learning: An OECD Survey of
Upper Secondary Schools, OECD, Paris.

OECD and UNESCO (2003), Literacy Skills for the World of Tomorrow: Further Results
from PISA 2000, OECD, Paris.

Penlington, G. (2002), “Who Returns to Teaching? The Profile and Motivation of Teacher
Returners”, in M. Johnson and J. Hallgarten (eds.) From Victims of Change to Agents of
Change: The Future of the Teaching Profession, Chapter 3, Institute for Public Policy
Research, London.

Santiago, P. (2002), “Teacher Demand and Supply: Improving Teaching Quality and
Addressing Teacher Shortages”, OECD Education Working Paper, No.1, OECD, Paris.
Available from www.oecd.org/edu/workingpapers

Santiago, P. (2004), “The Labour Market for Teachers”, in G. Johnes and J. Johnes (eds.),
International Handbook on the Economics of Education, Edward Elgar, Cheltenham,
United Kingdom.

Simoens S. and J. Hurst (2004), “Matching Supply with Demand for the Services of
Physicians and Nurses”, in Organisation for Economic Co-operation and Development,
Towards High-Performing Health Systems, Policy studies, OECD, Paris, pp. 167-206.

Stinebrickner, T. (1999), “Using Latent Variables in Dynamic, Discrete Choice Models:
The Effect of School Characteristics on Teacher Decisions”, Research in Labor
Economics, 18, pp. 141-176.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



94 — 3. MAKING TEACHING AN ATTRACTIVE CAREER CHOICE

Stoddard, C. (2003), “Why Has the Number of Teachers per Student Risen while Teacher
Quality has Declined? The Role of Changes in the Labor Market for Women”, Journal
of Urban Economics, 53 (3), pp. 458-481.

Stgren, L. (2001). Graduate Employment in Norway: Differences and Similarities between
Immigrant Graduates and Non-immigrant Graduates, Norwegian Institute for Studies
in Research and Education, Oslo.

Taylor Nelson Sofres (2003), Public Perception of Education: Summary Report, London.

U.S. Department of Education (2002), National Center for Education Statistics,
Qualifications of the Public School Teacher Workforce: Prevalence of Out-of-Field
Teaching 1987-88 to 1999-2000, Statistical Analysis Report, Washington D.C.

Vandenberghe, V. (2000), “Leaving Teaching in the French-speaking Community of
Belgium: a Duration Analysis”, Education Economics, 8(3), pp. 221-239.

Wexler, A. and D. Maagan (2002), Teaching Force Forecasting Demand, Intermediate
Report, CBS, Jerusalem.

Wilson, A. and R. Pearson (1993), “The Problem of Teacher Shortages”, Education
Economics, 1(1), pp. 69-75.

Wolter, S. and S. Denzler (2003), “Wage Elasticity of the Teacher Supply in Switzerland”,
Discussion Paper No. 733, Institute for the Study of Labor, Bonn.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



4. DEVELOPING TEACHERS’ KNOWLEDGE AND SKILLS - 95

Chapter 4

DEVELOPING TEACHERS’ KNOWLEDGE AND SKILLS

Summary

The pace of social change and the heightened expectations of schools have broadened and
deepened teachers’ roles. This chapter discusses the different approaches that countries are
taking to develop teachers’ knowledge and skills, and reviews promising initiatives in
initial teacher education, induction, and professional development.

Countries benefit from clear and concise statements or profiles of what teachers are
expected to know and be able to do. Such profiles are necessary to provide the framework
to guide initial teacher education, teacher certification, teachers’ on-going professional
development and career advancement, and to assess the extent to which these different
elements are being effective. The teacher profiles need to reflect the student learning
objectives that schools are trying to achieve, and profession-wide understanding of what
counts as accomplished teaching.

More flexible structures of initial teacher education are proving effective in opening up new
routes into the teaching career. The stages of initial teacher education, induction and
professional development need to be much better interconnected to create a lifelong
learning framework for teachers. Initial teacher education must not only provide sound
basic training in subject-matter knowledge, pedagogy related to subjects, and general
pedagogical knowledge; it also needs to develop the skills for reflective practice and
research on-the-job.

Countries are rethinking the role of field experiences in schools. These now tend to happen
earlier in teacher education, and are framed to provide a broad experience of what it means
to be a professional teacher. Well-structured and resourced induction programmes for new
teachers are vitally important in ensuring a good start to the career.

Effective professional development is on-going, includes training, practice and feedback,
and provides adequate time and follow-up support. Successful programmes involve
teachers in learning activities that are similar to ones they will use with their students, and
encourage the development of teachers’ learning communities. There is growing interest in
developing schools as learning organisations, and in ways for teachers to share their
expertise and experience more systematically.
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Teacher education is high on the policy agenda in many countries. Countries are
seeking to ensure that teacher education is attractive to high-quality entrants, and that it
adequately prepares teachers for the demands of modern schooling.

The ageing of the teacher workforce has sharpened such concerns. The need to recruit
and prepare large numbers of new teachers to replace those who will retire in the next 5 to
10 years has placed initial teacher education under considerable pressure. Reforms
underway in a range of countries include providing more flexible pathways into teacher
education, strengthening its research and knowledge base, lifting the status of teaching
qualifications and giving trainee teachers closer contact with schools. However, while
improving initial teacher education is important, it is insufficient on its own.

The teaching career is increasingly seen in lifelong learning terms, with initial teacher
education providing the foundations. Therefore, countries are also seeking ways to provide
better support for beginning teachers, and opportunities and incentives for ongoing
professional development throughout the career. As noted in the German background
report: “it is a particular feature of the work of teachers that the full development of
professional competency, the necessary specialisation, the continuing expansion of
knowledge, the necessary gain in experience and assurance ... and having to deal with
frequently and variously changing problem areas ... can only occur in the job itself”.

Most professions emphasise the need for pre-service education to provide a solid
platform for ongoing learning and career development. Although this view has been present
to some extent in teacher education, it has not often been made explicit through structures
and programmes. As the Country Background Reports generally acknowledge, the stages of
initial teacher education, induction and professional development need to be much better
interconnected in order to create a more coherent learning and development experience for
teachers.! In broad policy terms, this means that not only does the quality of initial teacher
education need to be enhanced, but that induction and professional development need to be
strengthened and their overall weighting in teacher development increased.

There is also increasing recognition of the need to encourage more informal ways of
learning by teachers through more systematic reflection, innovation, joint problem-solving,
networking and sharing of expertise and experience. Such ideas, which are sometimes
brought together through concepts such as “knowledge management” or *“schools as
learning organisations”, are starting to be developed in a number of countries. For schools
to become learning organisations requires that teachers have the skills and motivation to be
active in creating professional knowledge, in sharing it with their colleagues, and in
integrating research and development into their work.

This chapter discusses the different approaches that countries are taking to develop
teachers’ knowledge and skills, and reviews policy issues and promising initiatives in initial
teacher education, induction, and professional development in different forms. It
commences by outlining trends and developments that are causing a rethink of existing
approaches.

! Unless otherwise indicated, references to country data and developments are taken from the background reports prepared by
countries participating in the OECD teacher policy project. To save space, the background reports are not individually cited.
Appendix 1 provides information on the background reports, their authors, and availability.
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4.1. Teachers’ Roles are Changing

The demands on schools and teachers are becoming more complex. Society now
expects schools to deal effectively with different languages and student backgrounds, to be
sensitive to culture and gender issues, to promote tolerance and social cohesion, to respond
effectively to disadvantaged students and students with learning or behavioural problems,
to use new technologies, and to keep pace with rapidly developing fields of knowledge and
approaches to student assessment. Teachers need to be capable of preparing students for a
society and an economy in which they will be expected to be self-directed learners, able
and motivated to keep learning over a lifetime: “in their preparation, their professional
development and their working lives, today’s teachers must get a grasp of and a grip on the
knowledge society in which their pupils live and will work” (Hargreaves, 2003, p. xvii).

An analysis of recent policy reforms in OECD countries (OECD, 2003) indicates the
scope of the changes underway in schools and their implications for teachers. First, almost
all countries have initiated policies to lift the quality of student learning. This emphasis has
included more clearly specifying the key skills and knowledge that students need to achieve
(e.g. Germany and Japan), introducing external evaluations of student learning and school
performance (e.g. the Netherlands and Norway), and strengthening teacher expertise (e.g. in
teaching reading in the United States). Second, the adoption of frameworks that specify
learning objectives and accountability requirements have generally been part of a broader
reform package that also provides schools with more operational autonomy (e.g. in Finland
and Italy). Third, issues of social disadvantage and student alienation continue to be major
concerns, with countries implementing programmes aimed at reducing the number of young
people without qualifications (e.g. France), improving student motivation (e.g. the United
Kingdom), or reducing differences in education opportunities across regions (e.g. Korea).

In reflection of this school reform agenda, most of the Country Background Reports
indicate that teachers are now expected to have much broader roles, taking into account the
individual development of children and young people, the management of learning
processes in the classroom, the development of the entire school as a “learning community”
and connections with the local community and the wider world.

Some examples of areas of broadened teacher responsibility mentioned in Country
Background Reports are as follows.

At the individual student level

Initiating and managing learning processes. There is a lot of debate over how
teachers should impart the curriculum. As well as providing instruction, teachers are
increasingly expected to encourage students to take a more active role in their own
learning. In a number of countries providing stimulating settings of learning and
helping students to develop problem-solving skills and to monitor and direct their own
learning are seen to have become core responsibilities of teachers.

Responding effectively to the learning needs of individual learners. Teachers are
expected to observe and diagnose learning strengths and weaknesses and to provide
guidance to individual learners and their parents.

Integrating formative and summative assessment. Teachers need to be “assessment
literate” with regard to both summative and formative methods. They need to be
familiar with standardised assessment tests, to be able to use test results in a diagnostic
manner, and to adapt curricula and teaching in response to student achievement.
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At the classroom level

Teaching in multicultural classrooms. Classrooms are becoming increasingly diverse
with students of different cultural and religious backgrounds. Teachers are expected to
work for social cohesion and integration by using appropriate classroom management
techniques and applying cultural knowledge about different groups of students.

New cross-curricular emphases. Some school systems, such as the United Kingdom,
have introduced areas such as citizenship education, covering community involvement,
social and moral responsibility, and political learning, which can be taught separately,
or integrated across the whole school curriculum.

Integrating students with special needs. School systems are increasingly offering
integrated education for students with disabilities and learning difficulties, and teachers
are expected to develop knowledge on special education, on appropriate teaching and
management processes, and in working with support personnel.

At the school level

Working and planning in teams. Teachers are now expected to collaborate and to
work in teams with other teachers as well as other types of staff. They need social and
management skills to co-operate, to set common goals and to plan and monitor the
attainment of goals set collaboratively.

Evaluation and systematic improvement planning. In many systems, schools are
now required to use data gathered from self-evaluation or through testing and external
evaluation to inform school development processes. This calls for new skills in data
gathering and analysis, and in communicating the results to parents. In addition, school
development requires project management and monitoring skills.

ICT use in teaching and administration. Teachers are now expected to integrate the
use of ICT into their professional practice and to keep up to date with ICT
developments and applications.

Projects between schools, and international co-operation. It is becoming more
common for schools to collaborate on joint projects, and for schools to develop links
with schools in other countries. Such programmes require teachers with leadership and
organisational skills, and the capacity to work and communicate effectively in a range
of different settings.

Management and shared leadership. In most countries decision-making on schooling
has become more decentralised in recent years, especially in regard to the organisation
of instruction. An increase in the number and range of decisions taken at school level
has led to new managerial tasks in schools, and teachers in some countries are expected
to participate in and contribute to school leadership.

At the level of parents and the wider community

Providing professional advice to parents. School systems increasingly emphasise the
crucial importance of close co-operation between schools and parents. Consequently,
teachers need to be trained to inform and to consult with parents.

Building community partnerships for learning. To gain additional support and to
provide for broader learning experiences, schools in some countries are expected to
build partnerships with agencies in the community, such as libraries, museums, and
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employers. Teachers need to have the skills to make those connections and to sustain
them over time.

Although teaching in many countries has long involved most of the tasks outlined
above, the pace of social change and the heightened expectations of schools, have
broadened and deepened teachers’ roles. As Coolahan (2002) has argued, the fact that since
the mid-1990s many countries have adopted a lifelong learning perspective in education
policy “adds a fresh impetus to many progressive trends which have been affecting the
career of teaching” (p.14). Teaching is increasingly seen as a professional activity requiring
a careful analysis of each situation, choice of objectives, development and monitoring of
suitable learning opportunities, evaluation of their impact on students’ achievement,
responsiveness to students’ learning needs and a personal or collective reflection on the
whole process. As professionals, teachers are expected to act as researchers and problem-
solvers, reflecting on their own practice and assuming greater responsibility for their own
professional development.

The concern expressed by a range of Country Background Reports is that existing
approaches to developing teachers’ knowledge and skills do not adequately reflect the tasks
that teachers are now expected to fulfil. As is discussed below, in some countries
government entities and teacher organisations have responded by developing professional
standards and definitions of core responsibilities reflecting the new “enriched” but also
more demanding profession of teaching. These new profiles and standards of teaching are
being used to shape initial teacher education and professional development. Such profiles
can also contribute to improve public understanding of what modern teaching actually
involves.

4.2. Implications of Research on Effective Teachers

The importance of teacher quality for student achievement was summarised in
Chapter 2. This section discusses in more detail the attributes of effective teachers that
teacher education and professional development need to be oriented towards.

Teaching is a complex task that involves interactions with a great variety of learners in
a wide range of different circumstances. It is clear there is not a single set of teacher
attributes and behaviours that is universally effective for all types of students and learning
environments, especially when schooling varies in many important regards across different
countries. Effective teachers are people who are competent across a range of domains.

A consistent finding is that effective teachers are intellectually capable people who are
articulate and knowledgeable, and able to think, communicate and plan systematically.
Students achieve more with teachers who perform well on tests of literacy and verbal
ability (Gustafsson, 2003; Rice, 2003).

Positive relationships have also been found between teachers’ academic qualifications
and student achievement. Using data from the Third International Mathematics and Science
Study on 13-year-olds’ achievement in 39 countries, W6Bmann (2003) found that teachers’
level of education is positively related to student performance, with the effects stronger in
science than in mathematics. On the other hand, a United States study by Goldhaber and
Brewer (2000) found a positive relationship between teachers’ degrees in mathematics and
student achievement, but not in science.

The review by Wilson etal. (2001) found a positive connection between teachers’
preparation in their subject matter and student performance, but also noted that more
subject matter study is not always better. They concluded that there is a threshold level of
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subject matter knowledge necessary for effective teaching, but beyond that point higher
levels of subject matter knowledge — at least as measured by academic qualifications — are
not necessarily associated with student gains. This conclusion supports that of Monk (1994)
who found that teachers’ content preparation, as measured by coursework in the subject
field, is positively related to student achievement in science, but that the relationship is
curvilinear, with diminishing returns to student achievement of teachers’ subject matter
courses above a threshold level. A review prepared for the Education Commission of the
States concluded that research provides moderate support for the importance of solid
subject matter knowledge but that it is generally “not fine-grained enough, however, to
make it clear how much subject-matter knowledge is important for teaching specific
courses and grade levels” (Education Commission of the States, 2003).

Studies looking at both subject matter expertise and teaching methodology have shown
that knowing how to teach also has positive effects on student achievement (Wenglinsky,
2000, 2002; Gustafsson, 2003; Wayne and Youngs, 2003). However, evaluating the impact
of pedagogical preparation is made difficult by the fact that there is such a potentially wide
range of different courses under this label, including courses in subject-specific teaching,
and more generic courses in learning theory, educational psychology, sociology,
assessment, measurement and testing, classroom management and so on. These courses are
offered in different sequences and with differing content and intensity. Rice (2003)
concludes that pedagogical coursework contributes to teacher effectiveness when combined
with content knowledge. The United States research has been characterised as providing
some support for the conclusion that pedagogical preparation contributes to effective
teaching, especially subject-specific courses and those designed to develop core skills such
as classroom management, student assessment and curriculum development (Education
Commission of the States, 2003).

The evidence, though, is less clear about the benefits of advanced qualifications in
education. In the United States, for example, several States require that teachers earn a
Master’s degree within a specific period of time after initial hiring. Most such degrees are
in education rather than in subject-matter content, and Rivkin et al. (2001) find no evidence
that having a Master’s degree improves teacher skills. An additional consequence of such a
policy is the fact that it raises the cost of choosing teaching as a career and may dissuade
potentially effective teachers from entering the profession (Murnane, 1996). However, as a
counter-example, all general education teachers in Finland are required to complete a five
to six -year course (a Master’s degree) before starting in the job, and this is seen as
contributing to the profession’s relatively high social status and attracting competent people
to become teachers.

As was noted in Chapter 2, there is broad agreement that many important aspects of
teacher quality are not captured by indicators such as qualifications, experience and tests of
academic ability. The most readily measured attributes of teachers account for only a small
part of why some teachers seem to be more effective than others (Goldhaber et al., 1999).

In an influential study, Shulman (1992) identified five broad areas for the development
of professional knowledge and expertise in teaching:

— Behaviour — effectiveness is evidenced by teacher behaviour and student learning
outcomes.

— Cognition — teachers as intelligent, thoughtful, sentient beings, characterised by
intentions, strategies, decisions and reflections.
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— Content — the nature and adequacy of teacher knowledge of the substance of the
curriculum being taught.

—  Character — the teachers serve as moral agents, deploying a moral-pedagogical craft.

— Teacher knowledge of, and sensitivity to, cultural, social and political contexts and the
environments of their students.

Studies by Lingard et al. (2002) and Ayres et al. (2000) identified a range of personal
competencies that make a difference to the quality and effectiveness of teaching: sound
subject knowledge; communication skills; ability to relate to individual students; self-
management skills; organisational skills; classroom management skills; problem-solving
skills; a repertoire of teaching methods; teamwork skills; and research skills.

Hattie (2003) drew on an extensive review of research to identify five major dimensions
that distinguish highly competent teachers. Expert teachers are those who can: identify
essential representations of their subject, based on how they organise and use their content
knowledge; guide learning through classroom interactions by creating optimal classroom
environments; monitor student learning and provide feedback; promote effective outcomes
through the manner in which they treat students, and their passion for teaching and
learning; and influence student outcomes by engaging students, providing challenging tasks
and goals, and enhancing “deep” learning or understanding. Hattie argues that the attributes
of expert teachers should be viewed as forming a profile, rather than a checklist: “There is
no one necessary facet, nor the equal presence of all, but the overlapping of many facets
into the whole” (p. 10).

Given that there is a range of attributes that contribute to teacher effectiveness, and a
variety of ways in which they can be developed, it is important to continually monitor and
evaluate the effects of teacher preparation and development to ensure that their emphases
are not too narrowly based and that potentially important aspects of teaching are not being
neglected. The criteria that teacher employers use to select and promote teachers have a
critical role to play in this regard. Although there are a lot uncertainties and contradictions
in the research on teacher effectiveness, it does at least raise doubts about relying on a
limited range of academic qualifications in determining who is likely to be a competent
teacher, and who should advance once in the job.

Many, if not most, of the key attributes of successful teachers will only become evident
once they are in the job. Many skills will be best developed once people are working as
teachers rather than through pre-service education. Formal, measurable attributes of
teachers are necessary but not sufficient; they must be complemented by processes that
enable important but less tangible qualities of teachers to be identified. Such processes are
necessary when determining who enters teacher education, the criteria for qualification as a
teacher, and the basis on which teachers are selected for employment and career
advancement.

As a result of the emerging research on teacher effectiveness, an increasing number of
countries are developing common teaching profiles and standards against which teacher
education and development, and conditions in schools, may be assessed (see Section 4.4
below). Although the concept of standards in teacher effectiveness is multi-dimensional and
not easy to grasp, the insights from research and the approaches being tried within countries
show promising steps forward.
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4.3. Initial Teacher Education

4.3.1. Entrance into teacher education

Most countries have multiple entry points into the field of teaching. In some countries,
the large majority of teacher trainees enrol directly from secondary school, while other
countries attract a greater percentage of individuals who have already completed a tertiary
qualification or who come into teaching from other professional backgrounds. Entry varies
by type of preparing institution and by the school level which candidates plan to teach.
Teachers are prepared at widely varying institutions: teacher colleges and universities,
public state-run and private institutions. In some countries (e.g. the United States, which
has examples of both, and Canada) the students contribute to the costs of teacher education
in the form of tuition payments. In other countries (e.g. France and Germany), there is no
tuition fee for teacher education.

In many European countries entry to teacher education is largely open to all those who
have completed secondary education, while in others more restrictive forms of entry apply.
In general terms, entry to concurrent teacher education courses is based mainly on final
secondary school results, while entry to consecutive courses (which are more common for
secondary teachers) depends to a larger extent on performance in university studies. In
countries where teaching has high social status — such as Finland, Ireland and Korea — there
is strong competition for entry into teacher education. For example, in Finland, in primary
education where there are many more applicants than available places in teacher education,
selection involves two phases. The first phase is nationwide and is based on final secondary
school results, previous study record and relevant work experience. The second phase is
university-specific and may include essays, individual and group interviews, and observed
teaching and other group situations.

Some of the Country Background Reports express a concern that enrolment in initial
teacher education programmes is often a fall-back option in case the graduate labour market
deteriorates. For example in Belgium (Flemish Community) in 2000/01, more than half of
the first-year students enrolled in upper secondary teacher education courses indicated that
it was their second or third choice. In Hungary, about 20% of all full-time higher education
students are enrolled in teacher education courses, and only a minority of these are ever
likely to work as teachers.

Setting tighter entrance criteria for teacher education is difficult in countries with a
tradition of largely unrestricted entrance to higher education. As well, the numbers who
want to enter teacher education cannot be considered in isolation from the availability of
other higher education courses: in the case of Hungary teacher education enrolments are
high, despite government funding ceilings, partly because there is a lack of accredited
degree programmes in other fields. The issue of entrance criteria must be addressed,
though, because of the risk that with largely unrestricted entry the system of teacher
education is stretched too thin. If teacher education programmes in such countries admitted
fewer students, and if those admitted were more suited for teaching and more interested in a
teaching career, the available resources could be used more effectively.

Entrance criteria are perhaps even more important for countries seeking to expand
teacher education to help address teacher shortages. For example, as part of its teacher
education reforms, the canton of Zirich in Switzerland has opened the universities of
applied sciences in education to people with professional work experience but without the
final secondary school (Matura) certificate. In order to evaluate and validate the
competencies of these candidates, an assessment was developed to evaluate their skills in
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communication, co-operation, knowledge transfer and self-management. As another
example, Box 4.1 outlines an Israeli approach to lifting the quality of entrants by linking
changes to entry requirements to course length and structure.

Box 4.1. Attracting high quality students into teacher education in Israel

In addition to increasing the quality of applicants by upgrading entrance requirements, a new
initiative on behalf of the Israeli Ministry of Education began in 1999 aims to attract excellent
students with exceptionally high entrance scores to teachers colleges by offering them an
individually tailored and challenging programme. The goal is to reach about 5% of the total
number of student teachers, with the intention that these individuals will eventually become
educational leaders.

The programme itself is a three-year programme (instead of a four-year programme but with
the same amount of hours), which is tailored to each student. It includes regular courses as well as
individual programmes, self-study and tutorials. The fourth year is an induction year that is spent
mostly in schools. The selected students are provided with full scholarships and priority in job
appointments. At present, the programme is being run in 19 colleges with 800 students (it
commenced with four colleges and 70 students). Full evaluation results are not yet available, but
initial results show high satisfaction among the participants and extensive integration into the
teaching profession.

Source: Libman et al. (2002).

4.3.2. The structure of initial teacher education

The structure of initial teacher education differs markedly across countries. Table 4.1
summarises some key features.

Concurrent versus consecutive models

Broadly speaking, Table 4.1 shows that there are two different models of teacher
education.” A concurrent model is a programme in which academic subjects are studied
alongside educational and professional studies throughout the duration of the course. In
some instances, study in the academic and professional subjects may be awarded separate
qualifications, but in most cases a single qualification, such as Bachelor of Education, is
applied. Concurrent models are common in preparing primary teachers. As Table 4.1
shows, in all countries except France and Germany primary teacher education is structured
along concurrent lines (with some countries offering both concurrent and consecutive
models at this level). The large majority of countries also provide concurrent teacher
education programmes for lower and upper secondary education teachers. Indeed, in 10
countries upper secondary general teacher education is provided mainly through the
concurrent model: Belgium (Flemish Community); Canada (Quebec); Greece; Hungary;
Ireland; Italy; Japan; Korea; Turkey and the United States.

Concurrent models offer the potential benefits of allowing for a more integrated
learning experience as pedagogical training and subject-matter training are taking place
simultaneously. Concurrent models are, however, in some ways less flexible than
consecutive models because students are required to decide about their entry into teacher
education very early in their university studies. Concurrent models can also make it
potentially difficult and costly to enter teacher education after having completed a degree in

2 The data in Table 4.1 refer to 2001 and in some countries teacher education structures have changed since that time.
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a discipline other than education, although a number of countries do provide some credit
recognition for studies in other fields. The concurrent approach may also be less appealing
where the job prospects of teachers are uncertain: having a qualification tagged as
“education” or “teaching” could be less attractive to other potential employers even though
in other respects the content may be equivalent to other degrees.

A consecutive model means a programme of professional training in pedagogy and
teaching that is taken after having completed a first degree in a discipline related to the
subjects taught in schools. As Table 4.1 shows, consecutive models tend to be more
common in preparing secondary teachers than primary teachers. This type of programme
characterises Denmark, France, Norway and Spain, for example. A number of other
countries — Austria, Australia, the Czech Republic, England, Finland, Ireland, Israel, the
Netherlands, Northern Ireland, Scotland, the Slovak Republic, Sweden and Wales -- offer
both consecutive and concurrent models in secondary teacher education.

Consecutive programmes allow for flexible entry into teacher education. Graduates can
still enter teacher education after having completed a first degree in another discipline and,
by deferring the decision point, consecutive programmes more readily accommodate
changes in students’ interests and in labour market conditions. There is also an argument
that consecutive models offer potentially stronger subject matter education since
mathematics, history and so on are more likely to be taught by specialists in those fields,
and the potential teachers are mixing with a wider group of students. On the other hand,
consecutive models may provide for a less integrated learning experience for prospective
teachers since there will normally be fewer opportunities to link subject matter knowledge
and its pedagogy.

Some teacher education programmes are spread throughout a large institution (such as a
university), and trainee teachers are expected to take courses both in subject-related
faculties and faculties of education; other programmes are concentrated in one faculty of
teacher education. Again, there are advantages and disadvantages to both approaches.
Whereas taking courses in subject-specific faculties might ensure high-level subject
training based on the latest research results, having to study in two different faculties might
lead to a fragmented rather than an integrated learning experience. It may also make it
harder for student teachers to develop a professional identity as a teacher (Calander, 2003
raises this concern about Swedish teacher education).

Concurrent and consecutive models of teacher education are likely to be more or less
appealing to different types of potential teachers, and to have different influences on
teachers’ preparation for the profession. Views on the relative merits of the two main
models have varied over the years, but the broad consensus now seems to be that both
models offer distinctive benefits and that countries gain by offering both, rather than
relying on a single model of teacher education. Concurrent systems are attractive to
students who are strongly committed to their career choice as a teacher. Consecutive
models enable people to delay a decision about entering teacher education until they are in
an immediate position to benefit from it and have had more opportunity to make an
informed decision about whether teaching is the right career choice. Both models should be
options within a flexible teacher education system.

Structural issues in teacher education currently have a particular urgency in European
countries. The 1999 agreement to make higher education qualifications across European
countries more comparable (the “Bologna process™) has triggered a process of restructuring
higher education degree structures. Teacher education is particularly affected as the
structure, length and location (university or non-university) of teacher qualifications vary so
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much within Europe. The broad implications are that all teacher education will eventually
be provided in university-level institutions (e.g. in Austria the teacher training colleges are
being replaced by new pedagogical universities), and that more countries will introduce
consecutive models of teacher education (with a Bachelor’s and Master’s degree structure).
The large-scale structural changes now underway in Europe, if properly monitored and
evaluated, will provide an unprecedented opportunity to assess how the structure of teacher
education affects the entrants and what they learn.

Short versus long programmes of teacher education

The length of initial teacher education programmes varies substantially among
countries (Table 4.1 and Figure 4.1). On average, primary teacher education programmes
are 3.9 years in length, lower secondary education 4.4 years, and upper secondary 4.9 years.
The overall range is from three years (e.g. for some primary teachers in Ireland and Spain)
up to 6.5 years for some secondary teachers in Germany, seven years in some programmes
in the Slovak Republic, and eight years for some secondary teachers in Italy. There are also
some quite large differences in duration within a single country, with courses for some
upper secondary teachers lasting about twice as long as courses for primary teachers in Italy
and Spain. On the other hand, teacher education courses for all levels of schooling are
uniformly four years in length in countries such as Australia, Canada (Quebec), England,
Korea and the United States.

The differences in course duration mean that the age at which people typically
commence a teaching career can vary from the early twenties (for example in the English-
speaking countries) to the late twenties or early thirties (e.g. in Germany or Italy). There
can also be substantial variations in the typical starting age within countries, with primary
teachers often starting their career at a younger age than secondary teachers. The picture is
made somewhat more complex by the growing phenomenon in some countries of mature-
age entrants becoming teachers after other careers (see Section 4.3.4 below). It is likely that
relatively short courses of teacher education facilitate entry into teaching by people from
other careers since they involve lower costs, especially in terms of income forgone.

The length of courses is also relevant to the extent of teacher mobility within countries.
Where courses for different types of teachers vary substantially in length (e.g. four years for
primary teachers in Italy and seven years for some upper secondary teachers) it is highly
likely that these lead to markedly different salary and career structures, and limit the scope
for teacher mobility among different types of schools and responsibilities.

The general trend has been for the length of initial teacher education to increase. In
many countries primary teacher education has been increased to four years as it has become
a university-level programme, and secondary teacher preparation has increased by a year or
so as it has become a post-graduate qualification. The broadened responsibilities of teachers
that were outlined earlier may lead to pressure to increase the length of initial teacher
education even further. Pressure may also come from the view that teaching qualifications
must have a similar status to those from other professions, and that increases in the length
of other courses should be matched by longer pre-service education for teachers. Although
both these arguments have merit, they need to be set against the fact that longer courses
lead to increased costs, which may diminish the prospective supply of teachers, and the
research cited in Section 4.2 that raises questions about the effectiveness of some aspects of
teacher education programmes. Given these considerations, there could be better value from
providing more resources to improve teacher development throughout the careers rather
than increasing the length of pre-service education.
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Table 4.1. Pre-service teacher education requirements, 2001

Austria

Belgium (Fr.)

Chile

Denmark

Greece

Iceland

Israel

Japan

Mexico

New Zealand

Portugal

Spain

Switzerland

United Kingdom
(Eng.)

United Kingdom
(Scot.)

United States

Duration of initial teacher education

Consecutive programme (--) or

Mandatory teaching experience as

Post-degree examination for teacher

programme in years Concurrent programme (||) licensing requirement in years employment
Primary Lower sec. Uppersec. | Primary  Lower sec. Upper sec. Primary ~ Lower sec. Uppersec. | Primary Lower sec.  Upper sec.
education education  education | education  education  education | education  education education | education education education

3 3 4
4 4
4 4
45 45
2 2 4
4 4 6
6 6
4 4 m
6
3
4
3
4
6
3
3-4
3-4
4
3.754.75 3.754.75 3.75-4.75
4 4 4
3.5-4.5 3.5-4.5
4 4 4

1 1
a a
a a
a a a
a a

<3 <3 <3

No No No
No No
No No
No No

Yes Yes Yes
Yes Yes Yes
Yes Yes

Yes/No m

Yes/No

No

Notes : Information on upper secondary education is for general programmes only. Information for Canada (Quebec), Chile, Israel, United Kingdom (N.Irl.) and United Kingdom
(Wal.) refers to 2002 while information for Switzerland refers to 2003. A concurrent programme combines general education in one or more subjects with theoretical and

practical teacher training while a consecutive model provides most of the latter training only after a general education is acquired.
Symbols for missing data
a: Data not applicable because the category does not apply; m: Data not available.

Source: Based on Tables D4.1b, D4.1.c and D4.1.d published in OECD (2003b) except for Canada (Quebec), Chile, Israel, Switzerland, United Kingdom (N.Irl.) and United
Kingdom (Wal.). The information for the latter countries is based on the Background Reports prepared by countries participating in the project.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



4. DEVELOPING TEACHERS’ KNOWLEDGE AND SKILLS - 107

Figure 4.1. Number of years of post-secondary education required to become a teacher, 2001
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Note: Countries are ranked in ascending order of the number of years of post-secondary education required to become a
teacher in upper secondary education. Information for Canada (Quebec), Israel, United Kingdom (N.Irl.) and United Kingdom
(Wal.) refers to 2002 while information for Switzerland refers to 2003.

Source: OECD (2003b) except for Canada (Quebec), Israel, Switzerland, United Kingdom (N.Irl.) and United Kingdom
(Wal.). The information for the latter countries is based on the Background Reports prepared by countries participating in the
project.

4.3.3. Content and emphasis in teacher education

Teacher education systems also vary with regard to their specificity. In some countries,
initial teacher education takes a fairly general form and allows teachers to move across
different levels of education, different subjects or different types of schools. For example,
under the reforms introduced in Sweden in 2001 there are now substantial common
elements for all teachers from pre-school to upper secondary school. Systems that offer
more specialised teacher education pathways qualify teacher trainees for particular types of
schools. In some countries, such as Germany, quite different teacher education programmes
exist for primary education, for academic upper secondary education, for vocational
education and for teaching students with special needs. The French Community of Belgium
offers an interesting hybrid model in primary and lower secondary teacher education:
although there are different routes into teaching in different types of schools, they share a
common framework through a curriculum organised around a teacher profile with 13 broad
competencies common to all courses.

Though there exist some variations in the curriculum, most teacher education
programmes offer some combination of coursework in subject matter, teaching methods
and materials, child/adolescent development and other education courses such as
psychology, history and philosophy of education, along with practice teaching. Variations
can also be found with regard to the emphasis teacher education programmes place on
different aspects, such as subject-matter knowledge, pedagogic knowledge, educational
sciences, educational psychology and practical school experience. In order to enable
teachers to use research to improve their professional practice, some countries have made a
special effort to build teachers’ research skills during their pre-service education (e.g.
Australia, Denmark, Finland, Ireland, Israel, Norway and Sweden).
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A number of Country Background Reports expressed concerns about the approaches
used in teacher education programmes. For example, the Norwegian report stated that
“teacher educators have difficulty in giving their teaching a practical focus and relating
pedagogical competence to the individual subject. Subject teachers say that students often
do not understand that they are receiving instruction in didactics, while students have
difficulty in seeing how what they learn in different subjects is linked to what they need to
know in a practical, teaching situation.” Norwegian teachers express similar concerns;
research indicates that initial teacher education is not highly valued and that teachers
commonly perceive a gap between theory and practice in teacher education (Klette, 2002).

Practical field experiences during initial teacher education

Most systems of initial teacher education contain practical modules or internships to
familiarise teacher trainees with schools and classrooms. In all countries taking part in the
project, there seems to be a tendency to increase opportunities for actual classroom
experiences during initial teacher education and to provide such opportunities from the
beginning of the course. A significant practice component is now seen as an essential
element to teacher preparation in order to help future teachers understand the dynamics of
classroom teaching and the principles underlying it, helping to spare beginning teachers a
“reality shock”.

Several research studies confirm that beginning as well as more experienced teachers
(in retrospect) perceive practical experiences in schools during their initial teacher
education as a powerful component of their professional education (Wilson et al., 2001).
There is also evidence that student teachers who receive increased amounts of field
experience remain in the profession at significantly higher rates than those prepared
through largely campus-based programmes (Fleener, 1998).

The duration of the field experience varies widely. Some programmes provide for brief
periods of classroom experience, others are year-long internships with regular teaching
obligations. Most often, practice teaching occurs following coursework near the end of the
teacher education programme. However, this training is increasingly being incorporated
throughout the entire teacher education programme, especially in concurrent programmes,
and its scope is being broadened. Teacher trainees are asked to participate in school
activities, observe classrooms, tutor young people and serve as teacher aides prior to actual
practice teaching. The trend towards establishing specific school and college or university
partnerships that create linkages between teacher education coursework and school practice
is gaining ground (Mclntyre et al., 1996).

Actual school and classroom experience has the potential to provide teacher trainees
with insight into the complex dynamics of schools and teaching, and opportunities to learn
about effective strategies and their capacities for implementing them. Coursework, on the
other hand, provides them with more theoretical and empirical foundations. Most teacher
trainees perceive both parts to be important but, given the lack of coherence and alignment
between the two experiences, sometimes fail to make connections. Research confirms that
much of the potential value of practical experiences in schools is not realised because of
limited co-ordination with the university-based components of teacher education, and
problems in resourcing and follow-through (Wilson et al., 2001).

Across the Country Background Reports there is considerable agreement on the
potential problems and pitfalls of providing effective practical field experiences for trainee
teachers during their initial education:
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— Practical experience is often short and disconnected from coursework in teacher
education. As a consequence, teacher trainees often find it difficult to apply in the
classroom what they have learned in a higher education setting.

— Student teachers’ time spent in the school is still often limited to a rather narrow
classroom experience rather than one encompassing the full range of a teacher’s
professional tasks.

—  Frequently, schools have too few resources to support extended periods of field
experience or to cope with large numbers of trainees; in particular, there is often little
training provided to mentor teachers or time provided for them to work closely with
student teachers.

— Differences in background and orientation mean that teacher educators at universities
and practising teachers in schools often do not effectively communicate about their
respective expectations of the goals of field experience, or indeed teacher education
more generally, and the instructional approaches which student teachers should adopt.
As a result, co-operating teachers and university supervisors often misunderstand each
other and fail to work together effectively to assist the student teacher.

— Trainee teachers may be given practice teaching assignments that have little relevance
to their future responsibilities, which diminishes the value of the experience.

In response to such concerns some countries are redesigning field experience to give a
broader experience of teaching and working in schools, and a closer connection between
teacher education institutions and schools (see Box 4.2).

The contribution of field experiences to teacher preparation is enhanced when they are
well prepared and based on a close co-operation between the teacher education institution
and the schools; when student teachers are well prepared in subject matter and pedagogy
before practice teaching; when teacher trainees are given opportunities to conduct research
in the classroom, and to integrate the course-based and fieldwork components; and when
both teacher educators and supervising teachers receive appropriate and often shared
training.

4.3.4. Alternative programmes for attracting new groups into teaching

As a response to teacher shortages, and the need to introduce new skills into schools,
countries are facilitating entry into teaching for individuals with professional experience
gained outside education. This has led to the development of new schemes allowing
individuals to pursue teacher education courses while working in other professions.

As Table 3.4 showed, about two-thirds of the participating countries offer alternative
teacher education programmes for “side entrants”. Most of these programmes are provided
in “traditional” teacher education institutions, although often with a considerable change in
approach. For example, in the University of Applied Sciences in Education in the canton of
Zurich, which offers teacher education for primary and lower secondary levels to those who
have worked outside education, admission depends on a broadly-based assessment of
academic background, relevant work experience and personal competencies. (As noted in
Section 4.3.1, these entrance criteria are now being used for all teacher education
candidates.) There is a reduced study programme for such students and the possibility of a
paid part-time teaching post.
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Box 4.2. Field experience in initial teacher education in Ireland, Israel, Mexico, the
Netherlands and Sweden

Ireland

All Irish teacher education programmes now place increased importance on the school as a
site for helping students understand the dynamics of classroom teaching and the principles
underlying it. This school-based experience takes the form of continuous participation for days of
block placements throughout the school year. Trainees are located in schools on a full-time basis.
At secondary level, in particular, there is also a move away from just focusing on teaching
practice towards broader features of school experience, including planning, supervision and extra-
curricular activities.

Israel

Practical field experiences are a dominant element in the programmes that teacher colleges
offer in Israel. They comprise 15% of the total programme time. Also in the fourth year, the
induction period is mainly devoted to work in school as regular teachers, combined with reflection
on this experience with the mentor teacher at the school and the tutor in the college.

Mexico

School-based experience for students in Mexico consists of a placement in a school as part
of the final year of training, and includes the provision of financial support. Student teachers are
guided by a group of teachers at the host school and followed by a tutor at the teacher education
institution. The experience has three main features. It is: (i) systematic, following a distinct plan
agreed by the host teachers and the teacher education institution; (ii) reflexive, as student teachers
are expected to reflect on and adapt their practice to the situations faced in the host school; and
(iii) analytical, as the student teachers and mentor teachers analyse and report on the difficulties
and achievements of the field experience.

The Netherlands

Students in the final year of their training are employed by schools on a part-time basis and
on a training and employment contract for a limited period not exceeding one school year. By
relating these experiences back to the teacher training institutes, the trainees help institutes follow
current developments in schools more closely. In return, the school benefits because the workload
of regular staff can be reduced and new ideas on teaching methods can be introduced smoothly.

Sweden

Teacher education in Sweden now includes education on the job to provide teacher trainees
with opportunities to develop their professional skills. They work with a teacher team to
familiarise themselves with the various roles of teachers as individuals and as team members.
They also take part in educational activities such as planning, teaching and evaluation and have
opportunities to attend seminars, projects and presentations organised for them at the partner
school. The programme, conducted in close co-operation between the school and the university or
college, lasts for 20 to 30 weeks, and includes a research-based component linked to participants’
academic studies. The student teachers keep in touch with “their” school throughout their teacher
education.

Other countries provide quite different sorts of institutional arrangements for side
entrants. For example, in both the Flemish and French Communities in Belgium it is
possible to train as a teacher in adult education institutions that offer very flexible forms of
enrolment and a wide geographical coverage. There are no fixed entry qualifications to
these courses and many of those taking such routes are mature-age students, often in the
process of changing careers, who fit the training around other jobs or around employment
as an unqualified teacher. In other innovations, distance learning technigques are used to
facilitate access to teacher education for those for whom full-time, on-campus study is not
feasible (e.g. in Chile, Denmark, the Netherlands and Sweden), and the Netherlands,
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England and Wales make use of school-based programmes that enable side entrants to start
earning an income while studying. England has initiated a particular programme, the
Higher Level Teaching Assistant, for support staff working in schools, with one aim being
to provide smoother progression for those who wish to become fully qualified teachers.

The creation of more flexible education pathways into teaching is paralleled by similar
reforms in nursing, an occupation that is also facing shortages in many countries. A number
of countries, including Australia, Belgium, Germany, Ireland, the Netherlands, Norway,
Switzerland and the United Kingdom, have reviewed or reformed the education paths into
nursing to improve the attractiveness of entry into the profession (Simoens and Hurst,
2004). Ireland has introduced a sponsorship scheme for experienced health care assistants
wishing to train as nurses. Successful candidates are allowed to retain their salary during
the four years of the degree programme, in return for a commitment to work as nurses for
their public health service employer following graduation. The United Kingdom now
enables trainee nurses to spread their education over more than three years, by
incorporating take-a-break periods. In addition, new pathways into nursing via credits for
national vocational qualifications have been introduced.

Although there are only limited long-term data on side entrants to teaching, the
impression is that their numbers are growing. In the United States “alternative certification”
programmes allow academically well-qualified individuals to start working in schools and
to reduce the coursework requirements of both formal teacher preparation programme and
state licensure (see Box 4.3). The average age of new teachers has increased, which
suggests that people are pursuing other careers before they enter teaching: in 1993/94, 65%
of newly hired United States teachers were over the age of 25, compared with 52% in
1987/88. In the Netherlands, about 3 000 of the currently employed teachers started their
career as “second career teachers” or “side entrants”. In almost all the countries for which
the information is available it is possible to start working as a teacher before completing the
preparation in pedagogy (see Table 3.4).

The relative performance of teachers who enter the profession through alternative
routes has been most extensively debated and researched in the United States. Such
programmes offer great flexibility in attracting new sorts of recruits to teaching, including
potentially very able people who otherwise may not enter teaching, and generally entail
lower costs. However, critics argue that such programmes risk providing the schools with
inadequately prepared teachers (e.g. Darling-Hammond, 1999). A broad conclusion from
the research on alternatively certified teachers is that they generally perform as well as
those prepared through traditional teacher education programmes (see Box 4.3). However,
generalisations are difficult in this area because of the great diversity of different kinds of
backgrounds and forms of preparation for those classified as alternatively certified (great
diversity is also evident among those prepared through traditional teacher education
programmes).

A major United States review suggested that a number of features are important to
successful alternative route programmes: strong partnership between the preparation
programme and school districts; good participant screening and selection; strong
supervision and mentoring for participants during their teaching; a solid curriculum
including courses in classroom basics and teaching methods; and as much training as
possible before starting full-time teaching (Education Commission of the States, 2003).
Similar features are also likely to be very important in traditional teacher education
programmes.
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Box 4.3. Teacher education for mid-career changers in the United States

In the United States, the past decade has seen a large increase in the number of programmes
designed to attract established professionals from other fields, as well as recent university
graduates who did not take the courses necessary for certification while an undergraduate, to
teaching. In the past five years, alternative routes have produced about 25 000 new teachers each
year (Feistritzer and Chester, 2003). Almost all states now have some type of alternative route to
certification, but states vary greatly in the size and scope of their programmes. The three largest
by far are established in California, New Jersey and Texas. Alternatively certified teachers
accounted for between 18% and 24% of newly hired teachers in these three states (Feistritzer and
Chester, 2003).

Depending on the state, alternative certification programmes are run by the state itself, local
school districts, teacher education institutions in partnership with school districts, or private
organisations contracted to a school district. Such programmes tend to provide several weeks of
pre-service training during the summer before candidates enter the classroom full time. While
working as full-time classroom teachers, candidates must take coursework leading to full
certification at night and on weekends. In order to address a perceived unevenness in the quality
of alternative certification programmes, the U.S. Department of Education requires that these
programmes offer sustained, intensive mentoring and professional development to new alternate-
route teachers.

Research has shown that alternatively certified teachers perform as well as teachers who
were licensed through traditional routes, as measured by the performance of their students (Ballou
and Podgursky, 1999; Raymond et al., 2001). However, alternatively certified teachers may face
more difficulties at the start of their careers because of their more limited preparation (Education
Commission of the States, 2003). They are more likely to come from cultural minorities. For
instance, 48% of the California teachers in alternative routes were members of cultural groups that
are under-represented in the state’s teaching workforce. Alternatively certified teachers are also
more likely to hold bachelor’s degrees in shortage areas such as mathematics and science (Shen,
1997). On the other hand, there is research that suggests that alternative routes have a mixed
record in attracting talented candidates (Feistritzer and Chester, 2000).

The National Center for Education Information, a private, non-government group, reports
that alternatively certified teachers show higher retention rates in the profession than their
traditionally certified peers. This may be because alternatively certified teachers tend to be older
and come from other careers, and therefore the decision to teach requires a larger investment and
thus a more carefully considered choice. However, the Education Commission of the States
(2003) cautions that there is a lack of data on long-term retention because most alternative
programmes are relatively recent.

4.3.5. Accrediting teacher education programmes

Policy makers can encourage the improvement of teacher education by raising
accreditation requirements for teacher education programmes. This is a major issue in
highly decentralised countries where there are very large numbers of different teacher
education providers. Accreditation is a means to ensure that diverse teacher education
programmes meet the standards set by the teaching field at large and include the
preparation for key skills such as classroom management, teaching methodologies,
summative and formative assessment, evaluation and teacher-conducted research.

Accreditation criteria should focus more on the outcomes of teacher education
programmes than on inputs, curriculum and processes. A focus on the latter elements runs
the risk of consolidating conventional wisdom about how best to prepare teachers, thereby
leading to greater uniformity of programmes and reducing the scope for innovation. In any
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event, it is what trainee teachers learn and can do that should be the policy focus. How they
get to that point is better left to the teacher education institutions and other programmes for
teacher preparation. Box 4.4 illustrates the use of this approach in the recent reforms to
teacher education in Switzerland.

Box 4.4. Reforms to teacher education in Switzerland

Switzerland has moved to reform and to better align its system of teacher education through
a process in which “the objectives are standardised, but the means to reach them (study
programmes, teaching methods, traditions of pedagogy and didactics) can differ” (EDK/CDIP,
2002). All initial teacher education has been upgraded to university level and is provided through
both newly created Universities of Applied Sciences in Education (Paddagogische Hochschule
/Haute Ecole Pédagogique) as well as established multi-faculty universities. Agreements on
standards for teacher education graduates and the recognition of qualifications throughout the
country have increased graduates’ choice of jobs and facilitated mobility.

The 15 new Universities of Applied Sciences in Education in Switzerland provide initial
teacher education, research and development for schools, and continuous professional
development for teachers and schools. Research is practice-oriented and student teachers conduct
research projects linked to their professional interests and development.

The reforms have established consensus on key principles, including better integration of
discipline-based studies and pedagogical training, common competencies for teachers at all levels,
formalised partnerships with schools and better alignment with school standards and the
professional profile of teachers. The new institutions have implemented modularisation of studies
to increase flexibility and to make courses available to a wide range of students, including those
seeking to upgrade their qualifications and “side entrants” from other careers who wish to become
teachers.

A number of countries are finding that teacher profiles are very useful mechanisms for
clarifying expectations of what systems of teacher education and professional development
should aim to achieve. As was noted in Section 4.1, teachers’ roles are broadening in
response to social and economic change, and higher expectations of schools. A clear and
succinct statement of what teachers are expected to be able to do at key stages of their
career can both reflect the new “enriched” profession of teaching and communicate the
roles and responsibilities of the different players involved in preparing and supporting
teachers. The role of teacher profiles is discussed in Section 4.4 below.

Fundamental to the preparation of a teacher profile is a clear statement of objectives for
student learning in the school system involved. Teachers” work and the knowledge and
skills that they need to be effective must be based on what the schools are aiming to
achieve. Broad consultation with, and involvement by, the teaching profession and teacher
educators in developing statements of student learning objectives and consequent teacher
profiles are vital in ensuring successful implementation. Standard-setting must be seen as
an iterative, and not top-down, process if it is to usefully inform the development of teacher
policy. New approaches to educating, developing and rewarding effective teachers will be
weakened in the absence of profession-wide standards and a shared understanding of what
counts as accomplished teaching. Ingvarson (2002) provides a framework for identifying
the areas on which teachers’ professional standards should focus, the processes by which
standards can be developed and the uses of a standards framework, including accreditation
of teacher education programmes.

Accreditation is part of a wider issue concerned with ensuring that teacher education
institutions are evaluated on an ongoing basis, and that the teacher education sector as a
whole is subject to periodic review and debate. For example, in the last few years there
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have been major external reviews of teacher education in Australia, Belgium (Flemish and
French Communities) and Sweden that have led to major changes in structures and
programme emphases. While such periodic, high-profile reviews are important, they need
to be complemented by ongoing feedback and evaluations by teacher education institutions,
students, schools and funding agencies of the effectiveness of teacher education
programmes.

4.4. Certification of New Teachers

Systems differ according to the entity responsible for the certification of new teachers.
These entities can be institutions of higher education such as teacher colleges or
universities, professional bodies such as teacher associations, teacher unions or state
authorities. Similarly, the specific requirements to obtain a teaching certificate or licence
vary between different systems.

In about half of the countries, the completion of pre-service teacher education is not
sufficient to gain a licence to teach (Table 4.1). In those countries prospective teachers are
also required to pass a competitive examination and/or successfully complete a period of
mandatory teaching experience (especially before obtaining a tenured position).
Competitive examinations are used in France, Germany, Greece, Italy, Japan, Korea,
Mexico (in some states) and Spain. In some cases the examinations are used to obtain a
teaching licence, and in others to determine the successful candidates for positions in public
schools. Examinations may include tests of subject matter knowledge, observation of the
candidate’s teaching, in-depth interviews or consideration of portfolios with records of
achievement and work experience. Both Italy and Spain also require mandatory teaching
work experience of one year. Mandatory work experience is also a requirement in England,
Ireland, Israel (for primary and lower secondary education), New Zealand, Northern
Ireland, Scotland, Turkey, the United States and Wales, and can last between one and three
years.

In England all prospective teachers must pass skills tests in numeracy, literacy and ICT
before receiving full certification (see Box 4.5 for more details). In the United States
federal legislation under the 2001 No Child Left Behind Act requires that by 2006 all
teachers be “highly qualified,” which includes demonstrating mastery of the academic
content in the areas in which they teach.

Certification requirements provide a policy lever for setting entrance criteria for the
teaching profession. Teacher certification allows for the establishment of professional
standards independent of teachers’ training institutions. This in turn is a way to influence
teacher education programmes and align them more closely to the needs of schools.
However, teacher certification might deter certain suitable candidates from entering
teaching, as it provides an additional hurdle that must be crossed. As was noted in
Section 4.3.4 alternative forms of certification are being used in some countries to enable
those who are otherwise well qualified to commence teaching but who have not completed
a full programme of teacher education.

Not all countries use a system of certification of new teachers. In general, certification
requirements are more likely to exist where the provision of teacher education is diverse
and perceived to be of variable quality. In Finland, for example, where there is high
demand for teacher education opportunities and close connections between training
institutions and the wider education profession, there are no additional certification
qualification requirements for teachers after they graduate.
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Even where there are reasonably high levels of confidence in the quality of initial
teacher education, the nature of teaching means that many otherwise well-qualified
candidates may struggle to adjust to the demands of the job. There are likely to be
considerable benefits from a probationary period before full certification or permanency is
awarded, especially where this is conceived as a key stage on the teaching career ladder. At
the present time, only one in three countries requires mandatory teaching experience before
obtaining a teaching licence (Table 4.1). In a number of other countries, though, a period of
probation is needed before obtaining a permanent teaching post in the public school system.

As noted earlier, some countries have developed professional teaching standards to
provide a vision of good teaching and to serve as a tool to guide and assess teacher
education and professional development. To illustrate this, Box 4.5 outlines the teacher
profiles and performance standards developed in England, Quebec (Canada) and Victoria
(Australia). Although the country statements differ in matters of detail, they share a
similarly broad conception of teachers’ roles and a focus on what teachers know and do.
The general trend, illustrated by these three examples, is towards changing requirements for
teacher certification from input measures (such as a number of courses taken or credit
points) to output criteria, namely knowledge, skills and competencies measured in multiple
ways, including portfolios.

There is a related set of issues for the recertification of experienced teachers. Teacher
recertification describes a process by which teachers who are already working in the school
system renew their teaching licences at regular intervals. Recertification of teachers is a
comparatively rare practice among the countries taking part in the project, although it is
starting to receive more attention. Chapter 6 discusses recertification in the context of
country approaches to teacher evaluation and career development.

Box 4.5. Performance standards for teachers in England, Quebec (Canada) and
Victoria (Australia)

England

The outcome standards set out what a person must know, understand and be able to do in
order to be awarded Qualified Teacher Status (QTS). They are organised in three interrelated
sections:

— Professional values and practice (outlining the attitudes and commitment to be
expected of anyone qualifying to be a teacher; these are derived from the Professional
Code of the General Teaching Council).

— Knowledge and understanding (standards that require newly qualified teachers to be
confident and authoritative in the subjects they teach and to have a clear understanding
of how all pupils should progress and what teachers should expect them to achieve).

— Teaching (standards relating to skills of planning, monitoring and assessment, and
teaching and classroom management).

These standards apply to all teachers, whatever training route they take, and set out the
minimum requirements. All prospective teachers must also pass skills tests in numeracy, literacy
and ICT. The tests are computerised. Trainees have unlimited opportunities to pass the tests
before being awarded QTS. Those who have successfully completed teacher education but have
not passed the skills tests may be employed as unqualified teachers for up to five years.
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Quebec (Canada)

In the early 1990s a major reform made teacher professionalisation the focus of teacher
education. The duration of training was increased from three to four years, and required students
to complete a minimum of 700 hours practicum. In light of changes in schools’ and teachers’
work, teacher education was reorganised around 12 professional competencies that are grouped
into four categories, as outlined below. The reforms also encompassed the regulation of teachers’
licences to teach.

Foundations
1. To act as a professional inheritor, critic and interpreter of knowledge or culture when
teaching students
2. Tocommunicate clearly in the language of instruction

Teaching act
3. To develop teaching/learning situations
4. To guide teaching/learning situations
5. To evaluate teaching/learning situations
6. To properly manage classes

Social and educational context
7. To adapt teaching techniques to specific student needs
8. To integrate information and communications technologies into teaching/learning
activities
9. To co-operate with partners
10. To work as a teaching team

Professional identity
11. To engage in professional development
12. To demonstrate ethical behaviour

Victoria (Australia)

The new Victorian Institute of Teaching (VIT) represents more than 75 000 teachers and
principals in the State of Victoria. The Institute, an independent statutory body, provides teachers
with a level of professional autonomy and self-regulation and the right to have a say in the further
development of their profession. The VIT has developed professional standards for teachers based
on research and an extensive consultation process across the state. The standards apply to eight
areas grouped into three categories:

Professional knowledge
1. Teachers know how students learn and how to teach them effectively
2. Teachers know the content they teach
3. Teachers know their students

Professional practice
4. Teachers plan and assess for effective learning
5. Teachers create and maintain safe and challenging learning environments
6. Teachers use a range of teaching practices and resources to engage students in effective
learning

Professional engagement
7. Teachers reflect on, evaluate and improve their professional knowledge and practice
8. Teachers are active members of their profession.

New teachers are required to provide evidence of their performance in each area to receive
full registration. The standards are also being used for the accreditation of teacher education
programmes and the development of induction and professional development schemes. It is
intended that they will also be used as the basis for promotion decisions and in identifying
ineffective teachers. The Institute is largely funded by an annual registration fee paid by teachers,
which helps provide it with operational independence.
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4.5. Induction Programmes for New Teachers

In some countries large numbers of beginning teachers leave the profession within the
first few years (see Chapter 6 for details). Attrition and turnover rates are often particularly
high in schools serving disadvantaged communities. High teacher attrition has costs for
both the individuals and school systems involved. Given the current teacher shortage in
some systems, and concerns about retaining valuable skills in schools, reducing teacher
attrition has become an important policy issue. Even where beginning teachers do not leave
the profession, a difficult start to their career may so reduce new teachers’ confidence that
their long-term effectiveness suffers, and students and schools do not benefit from the new
ideas and enthusiasm they could bring.

Even in countries that do not face recruitment problems, a lack of attention to
supporting new teachers has long-term costs. For example, as is noted in the Country
Background Report for Ireland: “Only a small percentage of post-primary teacher graduates
find permanent employment on graduation. It is commonly the case that they will spend
their early years of teaching in a series of temporary positions, in a variety of schools ...
They do not have the benefit of a time period to establish themselves in a stable school
context, to get to know the school climate and dynamics, and to establish supportive
professional relationships with fellow staff members. To apprehensions and difficulties of
finding one’s ‘professional feet” is added the insecurity of employment patterns and the
lack of continuity of professional context.”

The research literature consistently documents the extent to which new teachers
struggle in the early years in the profession. Veenman’s international review (1984) found
that the main challenges perceived by beginning teachers were remarkably similar across
different education systems: motivating students to learn, classroom management, dealing
with individual differences between students, assessing student work and handling
communication with parents were seen as challenging by almost all of the beginning
teachers surveyed in the study. In a more recent international study, Britton et al. (1999)
confirmed that the same problems are still viewed as the most challenging difficulties, often
overwhelming individuals new to the profession.

The quality of the professional experience in the early years of teaching is now seen as
a crucial influence on the likelihood of leaving the teaching profession. Induction and
support programmes for beginning teachers can improve teacher retention rates by
enhancing the effectiveness and job satisfaction of new teachers. The United States school
districts of Cincinnati, Toledo and Rochester, for example, managed to reduce beginning
teacher attrition by more than two-thirds by having expert mentors with release time coach
beginning teachers in their first year (National Commission on Teaching and America’s
Future, 1996). In addition, well-designed programmes help new teachers apply the more
theoretical knowledge acquired in their teacher preparation programmes to the complexity
of teaching in the classroom. Well-developed induction programmes can provide school
systems with an important competitive edge in hiring new teachers.

Country approaches to induction

Currently, school systems have very different provisions for the transfer from initial
teacher education into teaching as a full profession, and the quality and content of induction
programmes vary widely. Table 4.2 summarises some features of teacher induction
schemes in the countries participating in this project.
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Table 4.2. Formal induction programmes for beginning teachers, public schools, 2004

Is completion of

Is formal induction Who are the main Is induction organised " )
induction

mandatory, atthe ~ What is the typical Do beginning teache_r N persons responsible for s f°"?“’" training - Do persons pn?wdlng in collaboration
. N M . . have a reduced teaching . - required for the support receive a programme
discretion of individual length of induction . . supporting beginning . between the school 3
load? (relative teaching N persons providing  salary allowance or required for full
schools or not programmes? teachers during and the teacher

offered? load in parentheses) induction programmes? support? other compensation? education institution? tgachgr
certification?

Austria Not offered a No a a a a a

Belgium (Fr.) Not offered

Chile Not offered a No a a a a a

Not offered

Not offered

Not offered
Mentor teachers;
Yes (at least 30 to 50%  School management;
2
Israel’ Mandatory 1 year is recommended) Staff from teacher Yes Salary allowance Yes Yes

education institution

Mentor teachers; . Time allowance (for No, butitis a
School management; !
Japan Mandatory 1 year No " No mentor teachers Yes requirement for a
Local education
only) permanent post

authority

Netherlands /i\' th? disoretion of m No m m m m m
individual schools

Mentor teachers;
N 3 to 4 weeks over School management; N
Switzerland Mandatory a period of 2 years No Staff from teacher Yes Salary allowance Yes Varies by canton

education institution

School management;
United Kingdom (N.Irl.) Mandatory 1 year Yes Local education
authority

Not formally, but it
is expected

Varies by school
district (most districts
offer at least a
mentor)

Salary allowance
(this may not be No® Often
universally applied)

Sometimes (varies

. 4
United States’ by district)

1to 2 years No Mentor teachers

Definitions: Induction programmes refer to organised arrangements for supporting and monitoring teachers at the start of their careers. They typically include support specially devised to provide guidance,
assistance and advice to new teachers and may also include compulsory training which could serve to confirm their appointment. Only formal programmes are considered in this table. Time allowance refers to
time freed up from other duties (e.g. teaching duties) to engage in the mentoring of beginning teachers.

Notes: a Information not applicable because the category does not apply; m Information not available.
1. A National Pilot Project for teacher induction is in operation.
2. The induction programme is part of the final year of initial teacher education.

3. The second phase of initial teacher education (preparatory phase), which typically lasts 18 months and is undertaken after the initial academic preparation of students, is considered to achieve the objectives
of induction programmes. However, some Lénder have recently introduced pilot induction programmes.

4. Policies vary by school district (local municipal education agencies) and it is difficult to express the average for the country as there are 15 000 school districts and no uniform policies.

5. There is a growing trend in introducing such collaboration but it is still not generally common practice.

Source: Derived from information supplied by countries participating in the project. The table should be interpreted as providing broad indications only, and not strict comparability across countries.
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Mandatory induction programmes are not yet standard across the school systems
involved in the study. Ten countries have mandatory induction programmes for beginning
teachers: Australia (some States); England and Wales; France; Greece; Israel; Italy; Japan;
Korea; Switzerland; and Northern Ireland. In Scotland, participation in induction
programmes is at the discretion of individual teachers, most of whom choose to do so. In
six other countries induction is offered at the discretion of the school, whereas in eight
others (one-third of the total) formal programmes are not offered at all.

In most of the countries where induction is mandatory, the successful completion of an
induction programme is a prerequisite for full certification as a teacher. Only Australia (in
some States), Japan and Korea have made induction mandatory without linking it to teacher
certification.

In most countries, the school of the new teacher is in charge of providing teacher
induction. Only in Israel, Japan, Switzerland and Northern Ireland is teacher induction
organised in collaboration between teacher education institutions and schools. Some
programmes are organised in partnership with teacher associations. Box 4.6 describes
recent initiatives of different types in Greece, Korea and Norway. These initiatives are often
complemented with instruments to provide guidance and information to new entrants such
as the Young Teachers’ Handbook prepared by educational authorities in the French
Community of Belgium (see Box 4.7).

Box 4.6. Teacher induction in Greece, Korea and Norway

Greece

Since 1999 teachers appointed to their first post in the public sector have to go through a
series of theoretical and practical training sessions. The induction is managed by the Regional In-
Service Training Centres (PEK). It consists of three stages lasting a total of 100 hours, comprising
didactical methodologies, educational administration and organisation, teaching practices,
evaluation methods (60 hours), practical teaching (30 hours), and evaluation and planning (10
hours).

Korea

Korea has developed a tripartite structure for teacher induction. It consists of a two-week
period of pre-employment training focusing on field-related cases and practical tasks. The main
emphases at this stage are: student guidance, classroom management skills and developing basic
teacher capacities. Training takes place in the metropolitan and provincial institutes of educational
training. After recruitment, new teachers take part in a six-month-long field training led by the
principal, vice principal and advisory teachers in the school. The training encompasses
instructional guidance and evaluation, classroom supervision, student assessment, and assistance
with administrative tasks. A third phase involves reflection and discussion, including with other
beginning teachers and teacher educators.

Norway

The Ministry of Education provides resources to different projects mandated to test different
methods of mentoring and guidance of new teachers. School principals are asked to assign an
experienced staff member who is well fit to guide new teachers. The teacher education institution
then provides these mentor teachers with training in how to guide new teachers and also takes part
in in-school guidance. The new teachers take part in local support sessions and in gatherings with
new teachers from the other schools involved in the programme. The out-of-school programme
and gatherings are seen as useful in dealing with potentially difficult issues for new teachers, such
as student behaviour and collegial relations.
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The duration of induction programmes ranges from seven months (Korea) to up to two
years in Quebec, Switzerland and parts of the United States. In most countries beginning
teachers do not receive a reduced teaching load. The exceptions are in some Australian
states (90-95% of a regular teaching load), England and Wales (90%), France (30%), Israel
(up to 50%, as part of the final year of teacher education), Northern Ireland, and Scotland
(70%).

In most countries mentor teachers, often in co-operation with the school principal and
other senior teachers, are in charge of providing teacher induction. Only a few countries
require formal training for the mentor teacher: Australia (in one state); France (in primary
education), Israel; Switzerland; and some school districts in the United States. Schools
offering induction programmes in countries where induction programmes are at the
discretion of individual schools typically provide some sort of compensation for those
teachers providing mentoring and induction. This is usually a time allowance (Quebec,
Denmark, Scotland). In Sweden mentor teachers can be offered a choice between a time
allowance and a salary allowance, but mentor role can also be recognised in the yearly
individual salary review rather than through immediate compensation. In several countries
where induction programmes are mandatory, mentor teachers receive a salary allowance
(Greece, Israel, Switzerland).

Box 4.7. A Young Teachers’ Handbook in the French Community of Belgium

Le petit guide du jeune enseignant is a 60-page handbook published by the Ministry of the
French Community of Belgium, as one of a series of measures to support newly qualified
teachers. There are three parts. Part 1 answers two questions: Where, when and how can | apply
for a teaching post in a school? and When can | obtain a permanent appointment? Part 2 addresses
interviews with principals, contact with colleagues and workload management inside and outside
the classroom. The interview with the school principal is intended to provide a young teacher with
useful information on the broad educational setting, study programmes and subjects, activities
inside and outside the classroom, and administrative procedures. The section on contact with
colleagues encourages young teachers to assume their role in the school, in the education team
and in the profession as a whole. There is also guidance on how to manage the workload inside
and outside the classroom, with advice on: managing student groups, managing learning and
managing relations. Part 3, entitled “Broadening your horizons”, is on in-service education and
European exchanges. The handbook also contains practical information, including a glossary of
common educational terms and some addresses of professional associations and other resources
for young teachers.

Designing and implementing induction

Stansbury and Zimmerman (2000) distinguish between low- and high-intensity support
programmes for beginning teachers. Low-intensity programmes provide a formal
orientation in one-shot or low-frequency events. Although such programmes cost less, they
have much poorer results than high-intensity support programmes involving mentoring over
an extended period, combined with training and release time for both the mentors and
beginning teachers.

The role of an appropriate mentor teacher is generally considered crucial in effective
induction schemes. In some of the more formal schemes, incentives exist to encourage the
most committed and qualified senior teachers to become mentors and coaches for beginning
teachers. These mentors provide on-the-job support, and diagnose deficits in subject matter
knowledge, classroom management strategies and other pedagogical processes. Familiar
with available professional development structures, they can also direct beginning teachers
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to suitable training activities. Mentors must have a level of professional expertise that goes
beyond being a source of emotional support and practical information. They should be able
to provide not only a good role model, but also offer the help necessary to establish the
beginners as competent professionals. They must have expertise both in teaching young
students and in teaching adults.

The research literature describes the benefits novice teachers gain from mentoring (e.g.
Odell and Huling, 2000). There is now sufficient evidence showing that mentors also derive
substantial benefits from the mentoring experience (Resta etal. 1997; David, 2000;
Holloway, 2001). The quality of teaching by mentors generally improves (Yosha, 1991).
Mentors benefit by applying cognitive coaching skills with their students such as listening,
asking questions, providing non-judgmental feedback, and by reassessing their classroom
management (Clinard and Ariav, 1998). Mentor teachers frequently characterise working
closely with beginning teachers as a source of new ideas about curriculum and teaching,
motivating them to reflect upon their experiences and beliefs with regard to teaching and
learning (Ganser, 1997).

Mentoring can thus serve as a means to engage, challenge and retain effective teachers.
As practicing teachers, mentors appreciate and value the opportunities to interact, share
their expertise and develop as they support new teachers (Tillman, 2000). Creating a
structure that allows experienced teachers to work with novice teachers and that
acknowledges their expertise will ultimately strengthen the overall organisation, including
retaining good practitioners in the classroom.

A key challenge is ensuring that teacher education institutions have an ongoing
involvement in the early stages of a teacher’s career. A mechanism used successfully in
England, Scotland and Wales is a Career Entry Profile which is provided for each newly
qualified teacher by their initial training institution. This personal profile, which is
developed jointly by the institution and the graduating teacher, identifies their strengths and
developmental needs, and sets targets and goals, both to encourage beginning teachers to
develop a reflective attitude to their own professional development and to act as a vehicle
of communication from the initial stage to induction and to the early professional
development stage.

Most induction programmes are geared towards teachers who have just completed a
teacher education programme or who have been teaching for less than two years. Some sort
of induction and guidance, however, might also provide support for teachers who are
returning to the profession after a leave of absence or teachers who are new to a particular
school or school district, especially if the teacher is faced with a different community and
school environment than the one he or she is used to. For example, in the Netherlands it has
been found that while many beginning teachers leave the profession soon after starting
work, their departure is not always permanent. A lot of former teachers return to teaching,
often after having a family. The Dutch data indicate that most of the graduates who started
working as teachers immediately after obtaining their qualifications were still working as a
teacher many years later, although often with significant breaks in between. Given this
phenomenon, different forms of induction programmes could be of considerable assistance
to returning teachers, and not just to beginning teachers.

4.6. Professional Development
Professional development activities seek to update, develop and broaden the knowledge

teachers acquired during initial teacher education and/or provide them with new skills and
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professional understanding. Professional development may also accompany the
implementation of educational reforms.

There are strong demands for teachers to continuously update their knowledge and
skills due to the introduction of new curricula, changes in the characteristics and learning
needs of students, new research on teaching and learning, and increased pressure for
accountability of teacher and school performance. Professional development provides a
means for improving the quality of teachers and for retaining them in teaching. However,
the Country Background Reports reveal that professional development is often fragmented,
unrelated to teaching practice, and lacking in intensity and follow-up. For instance, the
Korean Country Background Report notes that “there is no compatibility between the
preliminary education and in-service education both in theory and practice.” The
Background Report prepared for Greece expressed concerns about “the quality and co-
ordination of teacher induction programmes and in-service education. In particular, it is felt that
the great number of different in-service education programmes ... have not been satisfactorily
co-ordinated.”

4.6.1. Types and providers of professional development

The discussion of professional development often lacks clarity because a potentially
large number of quite different activities are grouped together. For example, professional
development can serve several different purposes:

— Activities intended to facilitate the implementation of policy or educational reforms,
which are often taken by large groups of teachers together, e.g. through conferences
designed to provide new information.

— Task-oriented professional development aimed towards preparation of staff for new
functions, which are often taken by individual or small groups of teachers, and which
may include courses, self-study and so on.

— School-based professional development aimed at responding to school needs and
serving the aim of school development, and which often involve groups of teachers
from the same school working jointly on a problem or developing a programme.

— Personal professional development chosen by the individual participant for
professional enrichment and further education. Such activities are often taken outside
the teacher’s school, either on an individual basis or with teachers from other schools.
In some countries, personal professional development activities are closely linked to
the outcomes of teacher evaluation.

These four types of professional development activities exist simultaneously but their
relative weight has changed over the years. The Country Background Reports note that
school-based professional development activities involving the entire staff or significant
groups of teachers are becoming more common, and teacher-initiated personal development
probably less so, at least in terms of programmes supported through public funds.

Professional development is provided in different institutional settings. Often,
universities and teacher training institutes offer professional development courses or
modules for practising teachers in both subject-matter content and pedagogical skills. In
some systems, professional development is largely provided by state agencies (e.g. France,
Germany, Korea, and Spain). Other systems (e.g. the Flemish Community in Belgium,
Denmark, Finland, Hungary, Italy, the Netherlands, Norway, Sweden and Switzerland) are
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moving from a supply-oriented model of in-service training to one based on demand and
have deregulated the market for professional development accordingly. Schools are
allocated funds to organise in-service training responding to their specific needs and can
pay for trainers, researchers or advisers. In such countries, universities and other teacher
education providers sometimes compete with non-government agencies, private consultants
and training firms offering professional development activities for teachers.

4.6.2. Country approaches to professional development

Table 4.3 summarises some key organisational features of professional development in
the participating countries. In over half of the countries there is no minimum requirement
for teachers to engage in professional development. In those countries that have set a
minimum requirement (some states in Australia, Austria, the French Community of
Belgium, Finland, Hungary, the Netherlands, Scotland, Sweden, Switzerland and some
school districts in the United States) the requirement is most commonly five days per year,
with a range from 15 hours per year (Austria) up to 104 hours in Sweden and 169 hours
(10% of the total teacher workload) in the Netherlands. In Hungary it is mandatory for
teachers to have a minimum of 120 hours of professional development over a seven-year
period.

Teachers in most countries make some sort of financial contribution to the costs of
transport, course fees or course materials in recognised professional development
programmes. The major exceptions are Chile, Sweden and Northern Ireland where teachers
generally do not contribute to such costs.

In about one-quarter of the countries completion of professional development activities
is required for teacher promotion or recertification: for promotion in England and Wales (to
principal), Korea, Northern Ireland, Switzerland and the United States, and for
recertification in Israel and the United States. Most countries note, however, that
participation in professional development is generally considered beneficial in career
progression.

Most countries now link professional development to the developmental priorities of
the school and co-ordinate in-service education in the school accordingly. In three-quarters
of the countries professional development activities are planned in the context of school
development, although not exclusively so. School management, and in some cases local
school authorities, play an important role in planning professional development activities.

Figure 4.2 shows markedly different positions among countries in regard to the
financing of professional development at the upper secondary level. In Belgium (Flemish
Community), Denmark and Sweden, over 95% of upper secondary students are enrolled in
schools that have a separate budget for professional development. By contrast, the
corresponding proportion was less than 20% in France, Portugal and Spain. In the latter
countries professional development is generally organised and funded by education
authorities rather than schools. In almost all countries, though, substantial numbers of
schools organise staff development activities, whether or not they have a specific budget for
that purpose (Figure 4.2).

There is, however, not a single country that offers in-school training aligned with
school development aims exclusively (Table 4.3). In almost all countries the individual
teacher decides which professional development activities she or he wants to pursue. Most
countries offer teachers a range of different professional development activities inside and
outside the school. In many countries teachers can get a leave of absence, a sabbatical or a
research grant to pursue study and research activities.
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Table 4.3. Professional development for teachers, public schools, 2004

What is the minimum
professional

Do teachers generally make a

Are schools allocated ;
financial contribution to cover

a budget to determine

Are professional
development activities

Is the completion of

Who decides the N
professional development

Can teachers get a leave of

development
requirement for
teachers in a school
year?

professional development

activities an individual
teacher undertakes?

planned in a context of
individual school
development priorities?

their involvement in
professional
development?

activities required for the
promotion or recertification of
teachers?

absence and/or a research grant to

undertake study/research
activities?

the costs of professional
development activities (e.g.

transport, course fees, course

materials)?

Generally none, 5
days in two states,

Generally teacher and
school management,

It varies e.g. in one jurisdiction

teachers must undertake

It varies but usually a leave of

It varies, if training is
personally initiated the

Australia P 3 Yes, but not exclusively yes pre for  absence, sometimes research teacher will pay (e.g. a
37.5 hours per year often in line with system . . . " ) N -
) L promotion to Senior Teacher grants or scholarships are available  national or international
in another state priorities A 3
classification conference)
Primarily teacher;
Austria 15 hours SChO?‘ managemgnt and Yes, but not exclusively Yes No Leave of absence Sometimes
inspectorate if
performance is poor
Belgium (FI.) None EEEIER Yes, but not exclusively Yes No None Often
School management
Belgium (Fr.) 6 half-days Teacher Yes, but not exclusively No No None Sometimes
Teacher; . "
Canada (Qb.) None Yes, but not exclusively Yes No Leave of absence Sometimes
School management
Chile None Local educational No No No Both leave of absence and Never
authority research grant
Teacher;
Denmark None e manag(lement; Yes, but not exclusively Yes No =S D TS € Sometimes
Local educational research grant
authority
Between 1 and 5 Schoo\T:naacnh:riement‘
Finland days, depending on g_ ) Yes, but not exclusively No No Leave of absence Sometimes
type of programme Local educational
P prog authority
France None EEEIER No No No Leave of absence _G,e"ef'a"y o e"“?"_’_"
Inspectorate training is personally initiated
Teacher;
Germany None Local educational Yes, but not exclusively Sometimes No Leave of absence Sometimes
authority
Teacher; No, but used as a selection
. o L Both leave of absence and .
Greece None Central/regional/local No No criterion to become principal Sometimes
N 5 p research grant
educational authority or school advisor
Both leave of absence and Often, if the teacher
School management N
i | research grant if the board of undertakes programmes
taking teachers' . -
. No, but can result in teachers in school agrees and other than the ones officially
120 hours over a preferences into ) o
Hungary y . Yes, but not exclusively Yes exceptional career funding is found in school. Possible provided;
period of 7 years consideration; f . .
) " advancement also if school authorises it as a For programmes officially
Teachers alone if activity )
s not funded by school professional development provided, teachers cover
Y mandatory activity about 20% of the costs
Teacher, except for Leave of absence with pay is Sometimes, if teacher
Ireland None' activities organised to Yes, but not exclusively No? No available for certain relevant personally initiates a
implement reforms courses programme
Teacher; Only for schools Yes, for recertification; None, but teacher can get a Often, when not undertaken
Israel None Yes, but not exclusively under self- . " .
School management Yes, unofficially for promotion sabbatical year during sabbatical year
management
Italy None Teacher Yes, but not exclusively Yes No Leave of absence Often
Japan None Local educational No No No Both leave of absence and Always
authority research grant
. Both leave of absence and
Korea None Teacher No Yes Yes, for promotion Often
research grant
9 .
Netherlands 169 hours (10% of Teacher; Yes, but not exclusively Yes No None, but teacher can get a Sometimes
total workload) School management sabbatical year
Sweden 104 hours feaclell Yes, but not exclusively Yes No (el WG Gl e Never
School management research grant
:Q;i]::;}; ;Zi‘;zis’; Yes, non-fulfillment of
Generally 5 to 10 i
Switzerland v 3 authority for activities Yes, but not exclusively Yes profe_ssnonal deyelopment None (generally) Often
days requirement might imply
related to implementation
promotion deferral
of reforms
United Kingdom (Eng.) None EEEIER Yes, but not exclusively VS LB ] Yes, for promotion to principal Ve EREBtOEEEE I EES Sometimes
School management earmarked school
Teacher;
United Kingdom (N.Irl.) None School managgment; Yes, but not exclusively Yes Yes, for promotion Yes, but at the discretion of the Never
Local educational employer
authority
United Kingdom (Scot.) 1 week EEEIER Yes, but not exclusively Yes No None Vit acoo(d!ng IR €l
School management training
Funding available
from within the
United Kingdom (Wal.) None Teacher, Yes, but not exclusively school's overall Yes, for promotion to principal Yes, but at the discretion of the Sometimes

School management

budget and through
optional additional

school

funding
ot ofen sbout . TeEERe
| N School management; No, with few . No, except for university
? 4 3 3
United States’ DGR D Local educational Wes exceptions® Yes Ve el COUISES

first two to five years
of teaching

authority

Definition: Professional development refers to in-service training which seeks to update, develop and broaden the knowledge teachers acquired during initial education and/or provide them with new skills and professional
understanding. Professional development may also be provided to accompany the implementation of educational reforms. It is distinct from further "qualifying training” which normally enables teachers to teach another
subject or at another educational level (additional qualifications).

Notes:

1. Except for primary school teachers to attend a professional development programme designed to support the implementation of The Primary School Curriculum (1999), currently averaging 6 days per annum.

2. An exception for primary and lower secondary education is the School Development Planning Initiative , which allocates a small budget to schools.
3. Regulated in some cantons but not in others. No national regulation exists.
4. Policies vary by school district (local municipal education agencies) and it is difficult to express the average for the country as there are 15 000 school districts and no uniform policies.

5. Local educational authorities are typically allocated a budget for professional development activities.

Source : Derived from information supplied by countries participating in the project. The table should be interpreted as providing broad indications only, and not strict comparability across countries.
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Figure 4.2. School supporting professional development activities, 2001
Percentage of upper secondary students whose school principal reported that the school supports professional
development of teachers in the following way:

[ The school has a separate budget for the professional development of teachers
[ The school organises staff development activities
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Note: Countries are ranked in descending order of the percentage of upper secondary students attending schools where the
principal reported that the school had a separate budget for the professional development of teachers. Every school in Belgium
(FL.) receives a budget for the professional development of teachers from the Education Department. The Netherlands did not
meet international sampling requirements. See OECD (2004) for notes on methodology.

Source: OECD International Survey of Upper Secondary Schools (ISUSS) database, 2003.

4.6.3. Teacher participation in professional development

Teachers’ participation in professional development varies widely across countries as
well as within countries. The 2000 PISA survey indicated that an average of about 40% of
teachers had attended a programme of professional development in the previous three
months (Figure 4.3). However, the range of participation across countries ranged very
widely, from less than 10% of teachers of 15-year-olds in Greece to 70% in New Zealand.

More detailed information on teachers’ participation in professional development is
available from the OECD survey of upper secondary schools in 15 countries (OECD,
2004). As reported by principals, about one-third of upper secondary teachers participated
in ICT-related professional development activities in 2000/01, and about one half
participated in professional development related to other topics (Figure 4.4). The reported
participation rates were highest in Sweden, Finland, Denmark, Norway and Switzerland
(with at least 50% of teachers involved in ICT-related professional development), and
lowest in Italy, Korea, France and Hungary. However, these rates may underestimate the
extent of teacher participation since teachers may engage in professional development
without necessarily informing the principal. In France and Spain, for example, professional
development activities are generally organised by education authorities in direct contact
with teachers. Overall, however, Figures 4.3 and 4.4 suggest that there is more extensive
teacher participation in professional development than the minimum requirements would

imply.
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Figure 4.3. Percentage of teachers who attented a professional development programme in the
previous three months according to principals of PISA schools, 2000
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Definition: Principals were asked what percentage of teachers in their school have attended a programme of professional
development in the last three months. The average country figure is computed weighting each school figure by the number of
students enrolled in that school. Professional development is defined as follows: “Professional development is a formal
programme designed to enhance teaching skills or pedagogical practices. It may or may not lead to a recognised qualification.
The total length of the programme must last for at least one day and have a focus on teaching and education.”

Note: For the Netherlands, the response rate is too low to ensure comparability.
Source: OECD PISA Database, 2001.

Figure 4.4. Teacher participation in professional development activities in upper secondary
education, 2001

Percentage of teachers who, according to school principals’ reports, participated in:

[ Professional development activities (excluding ICT-related activities)
1 ICT-related professional development activities
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Note: Countries are ranked in descending order of the percentage of teachers who, according to school principals’ reports,
participated in professional development activities (excluding ICT-related activities). The Netherlands did not meet
international sampling requirements. See OECD (2004) for notes on methodology.

Source: OECD International Survey of Upper Secondary Schools (ISUSS) database, 2003.
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One of the difficulties in analysing professional development is the potentially large
variety of activities that it encompasses. Figure 4.5 analyses participation by upper
secondary teachers in nine common types of professional development. The most common
form was in-service courses or workshops: 94% of upper secondary students were enrolled
in schools where the principal reported that at least one teacher had this form of
participation. Less formal types of professional development were also commonly reported:
regularly scheduled collaboration among teachers on instruction (81%), and collaborative
research and/or development (72%). The least commonly reported forms were
observational visits to other schools (52%), mentoring and/or peer observation and
coaching (53%), and participation in professional networks (54%). Since these indicators
are based on whether at least one teacher in the school participated, they probably overstate
the extent to which all teachers were involved.

Figure 4.5. Average frequency of various types of professional development activities across
countries, 2001

Cross-country mean percentage of upper secondary students attending schools where the principal reported that
at least one teacher had participated in professional development activities during the school year 2000/01

[ Participation in collaborative [ Participation in other types of Il Participation in course-type
and peer observation types of professional development professional development
% professional development
100 9%
80 [
68
60
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0 Il Il
Observational Mentoring and/or Participation in A degree Conferences Visits to Collaborative Regularly Courses or
visits to other peer observation  professional programme  where teachers ~ companies/  research and/or  scheduled workshops on
schools and coaching networks  (e.g. qualification and/or employers  developmenton collaboration  subject matter,
programme, researchers education-related among methodology
Master’s present their topics teachers and other
programme, methodological on issues of education-
Ph.D.) and instruction related topics

scientific results
and discuss
educational
problems

Note: Proportions by type of professional development activities are calculated for cross-country means. The countries which
participated in the ISUSS survey were: Belgium (FI.), Denmark, Finland, France, Hungary, Ireland, Italy, Korea, Mexico, the
Netherlands, Norway, Portugal, Spain, Sweden and Switzerland. See OECD (2004) for notes on methodology.

Source: OECD International Survey of Upper Secondary Schools (ISUSS) database, 2003. Published in OECD (2004).

4.6.4. Research on the effects of professional development

Presently, there is little evidence about the effects of teachers’ professional
development on student outcomes. In general, there is still very little knowledge about the
nature and extent of professional development as an activity. Activities labelled as
“professional development” are very diverse and the outcomes are highly dependent on the
particular circumstances in which those activities are undertaken. For an international
review of recent literature about teacher professional development see Villegas-Reimers
(2003).
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Some studies have found that higher levels of student achievement are associated with
mathematics teachers’ opportunities to participate in sustained professional development
focused on content-specific pedagogy linked to the new curriculum they are learning to
teach (e.g. Cohen and Hill, 1997). They report that when California teachers had extensive
opportunities to learn in what they called “student curriculum workshops” in elementary
mathematics, their practices more closely resembled those envisioned by the new
curriculum framework, and their students’ achievement on mathematics assessments was
significantly higher. Similar results were found by Wiley and Yoon (1995) and Brown et al.
(1995).

More recently, Wenglinsky (2000) linked student results from the 1996 eight-grade
National Assessment of Educational Progress tests in the United States to teacher education
levels, years of experience, classroom practices and professional development. This study
finds that some kinds of professional development for teachers made a big difference
indeed. In mathematics, students whose teachers received professional development in
working with special populations (such as culturally diverse students, those with a limited
proficiency in English and students with special needs) outperformed their peers, as did
students whose teachers received in-service education in higher-order thinking skills. In
science, students whose teachers received on-the-job education in laboratory skills also
outperformed their peers.

Obviously, the correlation between student achievement and professional development
does not necessarily point to a causal link, especially if the professional development
activity in question was voluntary. Motivated teachers are more likely to seek out
professional development activities than their less motivated peers, and motivated teachers
also tend to have better student outcomes.

Perhaps the most detailed and methodologically sophisticated study on the effects of a
specific professional development programme is by Angrist and Lavy (2001). This
programme was used in Jerusalem primary schools to improve the teaching of language
skills and mathematics. The results suggest that the training received by teachers in non-
religious schools led to an improvement in their pupils' test scores. The estimates for
religious schools are not clear cut but, according to the authors, this may be because the
training programme in religious schools started later and was implemented on a smaller
scale. In an attempt to assess the value of the training programme, the authors compared its
effects and costs with research on other strategies involving reductions in class size and
lengthening the school day. Their analysis suggests that focused teacher development
provides a more cost-effective strategy for increasing student performance than reducing
class size or increasing school hours.

Although reliable data are not available, there are indications that the resources
allocated to professional development amount to only a very small proportion of total
expenditure on schools. For example, as is discussed in Section 4.6.2 above, five days is the
common requirement among those countries that specify a minimum amount of teacher
participation in professional development activities per year. This would be roughly
equivalent to less than 2% of total expenditure on schools.

Jacob and Lefgren (2002) found that a Chicago programme which focused on the
lowest-performing 20% of primary schools, and which involved moderate increases in in-
service training on teaching in mathematics and reading, had no effect on student
achievement. This led them to conclude that modest investments in staff development may
not be sufficient in such schools especially where, as seems to have been the case, the
training was relatively unstructured and not closely aligned with the school curriculum.
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They suggest that even if more substantial resources had been invested in the teacher
development programme, unsatisfactory results would have resulted. The benefits of
professional development depend not only on the resources involved, but also on the
quality and context of the programme.

The most effective forms of professional development seem to be those that focus on
clearly articulated priorities, provide ongoing school-based support to classroom teachers,
deal with subject matter content as well as suitable instructional strategies and classroom
management techniques, and create opportunities for teachers to observe, experience and
try new teaching methods.

The importance of professional development organised around groups of teachers is
supported by the research of Desimone et al. (2002). They drew on longitudinal data from a
sample of 200 mathematics and science teachers to conclude that professional development
is more effective in changing teachers’ practice when it is organised around the collective
participation of teachers (from the same school, department or grade levels), focused on
active learning activities (teachers apply what they are learning), and aligned with teachers’
professional knowledge as well as external standards and assessments.

Decentralisation of schools and site-based management have created new demands and
opportunities for the professional growth of teachers (see Box 4.8 for the cases of Baden-
Wirttemberg in Germany, and Sweden). In order for teachers to “own” and to lead school
improvement efforts, they need to be offered expanded and enriched professional
development experiences.

Box 4.8. Professional development and school improvement in Baden-Wirttemberg
(Germany) and Sweden

School-centred in-service training in Baden-Wurttemberg (Germany)

One of the priorities of the Ministry of Education of Baden-Wurttemberg is to promote in-
service training addressed to schools or regional teams in order to encourage co-operation between
teachers and the development of whole schools. The Ministry supports the organisation of about
100 “whole school” seminars every year by its State Academies for In-service Teacher Training.
The Academy of Esslingen, for instance, organises tailor-made two-day seminars for the whole
staff of schools (generally on weekends). The content of these seminars is determined co-
operatively by the school and the academy. It is focused on staff and organisational development
and usually contains elements such as organising active learning, developing self-regulated
learning competencies, stress and conflict management and helping students to work in teams. The
courses conclude with an action plan for school development. In order to assure sustainability, a
steering team, consisting of teachers from the school, is established with a responsibility to
implement the action plan.

Time provision for professional development in Sweden

In Sweden, under a 2000 agreement, 104 hours of professional development per year (as an
indicative value) per teacher are set aside for skills development. As the total statutory working
time is 1 800 hours, this is about 15 days per year or about 6% of a full-time load, a relatively high
level compared to most countries. How this time is divided up and used is determined on the basis
of the school’s and the individual teacher’s needs. Principals have a major responsibility to ensure
the 104 hours are used well, as part of their overall responsibility for ensuring quality and
developing their schools, but local education authorities play a major role in determining which
professional development programmes receive financial support. It can include time out of normal
school hours, e.g. evening seminars.
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4.6.5. Schools as learning organisations

Studies of high-performance organisations indicate that most learning occurs informally
(e.g. Education Development Center, 1998). High-performance organisations value
informal learning and the contribution that it makes to achieving organisational goals. Such
organisations seek to maximise opportunities for staff to interact and learn from one
another, as well as with external sources of research and information, and try to develop
ways for learning to be cumulative and more readily accessible to all members of the
organisation. The term “knowledge management” is sometimes used to describe this
strategy.

There are some examples of how professional development activities are being used to
encourage ongoing informal learning in schools. A key strategy is to encourage teachers to
become more inquiring, reflective practitioners, and to do so in collaboration with
colleagues. As defined by Schon (1996), reflective practice involves thoughtfully
considering one’s own experiences in applying knowledge to practice while being coached
by professionals in the discipline. Reflective practice encourages teachers to use personal
histories, dialogue journals and small- and large-group discussions to reflect upon and
improve their practice. The use of peer reflective groups and coaching (Guiney, 2001)
encourages teachers to challenge existing theories and their own preconceived views of
teaching while encouraging a collaborative style of professional development. Licklider
(1997) found that self-learning from experience in natural settings is an effective
component of adult learning. The research underlines a growing tendency to provide for
activities such as study teams and peer coaching in which teachers continuously examine
their assumptions and practices.

Some countries have used a broader conception of professional development to create
opportunities for teachers to engage in school-focused research and development (e.g.
England, Hungary and Ontario in Canada). Such programmes support teachers in studying
and evaluating their own teaching strategies and school programmes, and in sharing their
findings with their colleagues, and through conferences and publications.

Some countries are creating more coherent frameworks to document and certify
effective professional development activities. Teacher portfolios, for example, allow
teachers to keep track of professional development activities in a systematic manner, and to
share the results with others. Portfolios also allow for the documentation of developmental
projects and research conducted by teachers. By documenting an individual teacher’s
professional development in a more comprehensive manner, teachers become more aware
of their personal strengths and developmental needs. Portfolios also enable potential
employers to gain a much more precise understanding of a teacher’s individual experience,
interests, motivation, knowledge and skills.

For professional development activities to work in these ways it is important that they
forge a close connection between teachers’ own development, their teaching responsibilities
and school goals. A frequent critique of many professional development programmes is that
they treat teachers’ professional development as an activity distinct from teachers’ daily
work, which both limits its effectiveness and reduces the chances for schools to benefit
from informal learning (Education Commission of the States, 2004).

To encourage schools to become learning organisations requires ensuring among
teachers: the motivation to create new professional knowledge; the opportunity to engage
actively in innovation; the skills of testing the validity of innovations; and the mechanisms
for transferring the validated innovations rapidly within their school and into other schools
(D. Hargreaves, 2003). Targeted professional development activities can be an important
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source of ideas and techniques for building these features in schools. Perhaps even more
important are skilled school leaders who are able to build a climate of collegiality and
quality improvement within schools, and systems of teacher evaluation and career
development that recognise and reward teachers who innovate, share their learning, and
help achieve school goals. These latter aspects are taken up in Chapter 6.

The concept of schools as learning organisations also requires that schools become
more skilled at looking outwards, at building stronger linkages with the research and
development communities, and at becoming integrated into networks of teachers and
schools. System-wide improvement requires individual schools to become better at sharing
their successes and failures with other schools, and to learn from the experiences of others
facing similar challenges. The OECD’s Centre for Educational Research and Innovation
case studies on the ways that various countries are building teachers’ competencies in
student formative assessment underline the value of collaborative networks of teachers and
schools, but also draw attention to the time and other resources needed for networking to be
effective (OECD, 2005).

4.7. Priorities for Future Policy Development

This chapter has reviewed the approaches that countries are taking to developing
teachers’ knowledge and skills, and identified a range of promising initiatives in initial
teacher education, certification of new teachers, induction into the teaching career, and
ongoing professional development. Most Country Background Reports have identified
these as key areas for improvement.

Teaching is becoming a more challenging task, and the responsibilities of teachers have
broadened in response to societal changes and higher expectations of schooling. At the
same time, research is increasingly emphasising the critical role of quality teaching in
student learning, as well as improving understanding of the factors that contribute to
teacher effectiveness. Research is also challenging the value of some traditional approaches
to developing teachers’ knowledge and skills.

The policy suggestions that follow are drawn from the experiences reported in the
Country Background Reports, the analyses of external review teams, and the wider research
literature. Not all of the policy implications apply equally to all 25 participating countries.
In a number of cases many or most of the policy suggestions are already in place, while for
other countries they may have less relevance because of different social, economic and
educational structures and traditions. The implications also need to be treated cautiously
because in some instances there is not a strong enough research base across a sufficient
number of countries to be confident about successful implementation. Rather, the
discussion attempts to distil potentially useful ideas and lessons from the experiences of
countries that have been searching for better ways to develop teachers’ knowledge and
skills.

Developing teacher profiles to align teacher development, performance standards
and school needs

The overarching priority is for countries to have in place a clear and concise statement
or profile of what teachers are expected to know and be able to do. This is necessary to
provide the framework to guide initial teacher education, teacher certification, teachers’
ongoing professional development and career advancement, and to assess the extent to
which these different elements are being effective.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



132 —4. DEVELOPING TEACHERS” KNOWLEDGE AND SKILLS

A fundamental precondition for the preparation of a profile of teacher competencies is a
clear statement of objectives for student learning. Teachers’ work and the knowledge and
skills that they need to be effective must reflect the student learning objectives that schools
are aiming to achieve. There needs to be profession-wide standards and a shared
understanding of what counts as accomplished teaching. The profile should be evidence-
based and built on active involvement by the teaching profession in identifying teacher
competencies and standards of performance. A clear, well-structured and widely supported
teacher profile can be a powerful mechanism for aligning the various elements involved in
developing teachers’ knowledge and skills.

The teacher profile must reflect the broad range of competencies that teachers require to
be effective practitioners in modern schools. It should encompass strong subject matter
knowledge, pedagogical skills, the capacity to work effectively with a wide range of
students and colleagues, contribution to the school and the wider profession, and the
teacher’s capacity to continue developing. The profile could express different levels of
performance appropriate to beginning teachers, experienced teachers, and those with higher
responsibilities. The profile would emphasise demonstrated attainment of key knowledge,
skills and competencies for effective professional practice.

Viewing teacher development as a continuum

Much of the focus of teacher development has been on initial teacher education, the
knowledge and skills that teachers acquire before starting work as a teacher. Most of the
resources for teacher development have been allocated to pre-service education, and this is
the phase that is most intensely debated within countries. In a number of countries, the
initial qualification that teachers gain is a key determinant of their career path. However,
given the rapid changes in schools, the potentially long careers that many teachers have,
and the need for updating and professional development, teachers’ development must be
viewed in lifelong learning terms, with initial teacher education conceived as providing the
foundations for ongoing learning, rather than producing ready-made professionals.

Although high-quality initial teacher education is necessary and important, it is not
sufficient on its own to meet teacher and school needs. The stages of initial teacher
education, induction and professional development need to be much better interconnected
to create a more coherent learning and development system for teachers. As noted above, a
statement of teacher competencies and performance standards at different stages of their
career will provide a framework for the teacher development continuum. A clear set of
expectations about teachers’ own responsibilities for their ongoing development, and a
structure of support to facilitate their growth must be part of this framework.

A lifelong learning perspective for teachers implies that in most countries much more
attention will need to be focused on supporting teachers in the early stage of their career,
and in providing the incentives and resources for ongoing professional development. Pre-
service teacher education will continue to be important, but viewed as providing the
foundations for teacher development rather than being responsible for most of the structure.
In general, there could be better value from using additional resources to improve induction
and teacher development throughout their career rather than increase the length of pre-
service education.

Making initial teacher education more flexible and responsive

Teacher education has an important role to play in ensuring that a teaching career is
open to a wide range of well-qualified people, and that emerging needs in the school system
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are responded to effectively. Key features of a flexible and responsive teacher education
system include:

— Opportunities to train as a teacher after having completed studies in another field. This
involves providing consecutive or post-graduate programmes of teacher education in
addition to concurrent programmes for those who decide relatively early that they wish
to be teachers.

— Modular curriculum structures that enable people to enrol part-time or via distance
education, and to combine teacher education with work or family responsibilities.

— An increase in the common components of teacher preparation for different types of
school and levels of education so as to increase opportunities for working in different
schools as teacher demand and career interests change.

— Alternative routes into teaching for mid-career changers that combine formal study and
on-the-job support with reduced teaching loads.

— Study credits for qualifications and experience gained outside education, so as to
reduce course length and costs.

— Retraining and upgrading programmes that enable existing teachers to gain new
qualifications to teach in other types of schools or to take on high-demand subject
areas.

—  Close relationships with schools, teacher employers and the teaching profession.
— Research and development activities focused on the issues facing schools and teachers.

— Feedback and evaluation mechanisms that enable the outcomes of teacher education to
be monitored and quality improved.

Improving selection into teacher education

A number of countries have largely unrestricted entry to initial teacher education for
students who have completed secondary education. Although this can be difficult to change
in light of policies towards admission to higher education as a whole, the result can be very
large enrolments with many students not focused on a teaching career, and teacher
education resources being spread too thin. Potentially useful responses include: providing
more information and counselling to prospective teacher trainees so that better informed
enrolment decisions are made; procedures that try to assess whether the individuals wanting
to become teachers have the necessary motivation, skills, knowledge and personal qualities;
incentive schemes to recruit candidates with high-level competencies; and flexible
programme structures that provide students with school experience early in the course, and
opportunities to move into other courses if their motivation towards teaching changes.

Selection is particularly critical for countries facing teacher shortages, as the pressing
needs to staff the schools may risk a lowering of entrance standards. People who are not
well equipped to be teachers or who lack motivation will not perform well in schools and
are likely to leave the job, thereby doing little to solve the shortage problem. A more
appropriate policy response is to improve teaching’s attraction as a career choice for
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competent and motivated people, and to use selection criteria that ensure the best possible
candidates enter teacher education.

Changing the emphases in initial teacher education

Initial teacher education must not only provide sound basic training in subject-matter
knowledge, pedagogy related to subjects, and general pedagogical knowledge; it also needs
to develop the skills for reflective practice and research on the job. Teaching is a complex
task, and there is not a single set of teacher attributes and behaviours that is universally
effective for all types of students and learning environments. Effective teachers are people
who are competent across a range of domains. A consistent finding is that effective teachers
are intellectually capable people who are articulate and knowledgeable, and able to think,
communicate and plan systematically. They need strong content knowledge combined with
the skills to organise and use that knowledge to stimulate, guide and evaluate learning in
diverse and dynamic environments. Effective teachers also need the personal qualities to
inspire trust and confidence among students, parents and their colleagues.

It is unrealistic to expect that any initial teacher education programme, no matter how
high quality, will be able to fully develop student teachers in all of these regards. As noted
above, rather than being the main or indeed the only qualification for teachers, initial
teacher education is now starting to be viewed as the entry point for the profession and the
platform for teachers’ ongoing development. Nevertheless, initial teacher education has the
responsibility to ensure that new teachers are well equipped for the job they need to do.

The general impression from the participating countries is that, despite the reforms in
teacher education in recent years, there is still some way to go. While some countries
express broad satisfaction with the subject knowledge preparation and research skills of
secondary teachers, they also express concern about new teachers’ pedagogical skills and
their capacity to work in socially diverse schools. At the primary school level, while the
pedagogical preparation of new teachers is generally well regarded, there are concerns
about many teachers’ limited grounding in subject matter content, and their skills for
ongoing development. Surveys of teachers themselves reveal concerns about a gap between
theory and practice in teacher education.

Part of the difficulty seems to have been a lack of clarity about the competencies that
beginning teachers need to start in their careers. Having in place a clear and widely
supported profile of teacher competencies and performance standards will help
considerably in this regard. Another source of difficulty lies in the limited contact in some
countries between teacher education institutions and their main clients — teacher employers,
the schools, and teachers.

Many of the participating countries express concern about the limited co-operation
between teacher education institutions and schools. Teacher trainees are faced with
different, sometimes incompatible demands in their teacher education and school
experiences, and there is too little sharing of expertise between teacher educators and
practising teachers. There is a need for more overt and deliberate forms of partnerships
between schools and teacher education institutions, in order to provide trainee teachers with
a more integrated experience.

Improving practical field experiences

Countries are rethinking the role of field experiences in schools. These now tend to
happen earlier in teacher education, and are framed to provide a broad experience of what it
means to be a professional teacher, including actual class teaching, counselling and
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guidance, curriculum and school development planning, research and evaluation and
collaboration with parents and external partners. The more effective programmes ensure
that the students’ field experiences and academic studies reinforce and complement each
other, for example through students doing research on issues identified within the schools.
Effective programmes also ensure that mentor teachers receive appropriate training and
support, including time allowances.

Accrediting teacher education programmes

Accreditation by an independent, authoritative agency is a means to assure quality in
teacher education, and to help ensure that funds are well used and graduate teachers are
well prepared. In order to encourage innovation and a diversity of approaches in teacher
education, accreditation criteria should focus on the outcomes of programmes rather than
on their inputs, curriculum and processes. Teacher education institutions should be free to
determine the best way to reach agreed ends. Programme accreditation must be one part of
an ongoing process of feedback and evaluation of the effectiveness of teacher education.

Certifying new teachers

Teacher certification allows for the establishment of professional standards independent
of prospective teachers’ educational backgrounds. It can also provide a means for
individuals from a variety of backgrounds to become teachers. Since a range of different
dimensions are important for effective teaching, certification must entail a variety of
different criteria — subject matter knowledge, pedagogical skills, communication skills,
experience, personal qualities and so on.

However, the nature of teaching means that even the best qualified applicants may still
struggle to cope with the realities of the job. For this reason the satisfactory completion of a
probationary period of one to two years teaching should be considered mandatory before
full teaching certification is awarded or a permanent teaching post is awarded. To be fair,
prospective teachers should be given every opportunity to work in a stable and well-
supported school environment in this initial period, and the decision about certification
should be taken by a panel of internal and external personnel who are well trained and
resourced for the task. The successful completion of the probation period should be
publicly acknowledged and lead to a substantial rise in status and salary.

Strengthening induction programmes

The crucial importance of induction programmes for new teachers in the early years of
their teaching careers is now widely acknowledged. In successful programmes, mentor
teachers in schools provide guidance and supervision to beginning teachers in close
collaboration with the initial teacher education institution. Under this approach the early
years of the teaching career are seen as an extension of the training period, or a form of
internship, and would require continuing close interaction with the teacher education
institution and well-trained and resourced mentor teachers in schools. These mentors
provide on-the-job support, diagnose deficits in subject matter knowledge, classroom
management strategies and other pedagogical processes. Central to the success of induction
and mentoring programmes are the resources dedicated to the programmes and the quality
of mentor training. Often schools that would need to provide the most support to beginning
teachers are the least capable of delivering high-quality induction programmes. Effective
partnerships between teacher education institutions and schools are particularly important
in this respect.
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Integrating professional development throughout the career

There are substantial challenges in ensuring that all teachers — and not only the most
motivated ones — are lifelong learners, and in linking individual teacher development to
school needs.

Three broad strategies are evident among participating countries. The first is
entitlement-based, and generally results from collective bargaining agreements that
stipulate that teachers are entitled to certain amounts of released time and/or financial
support to undertake recognised professional development activities. The second is more
incentive-based, linking professional development to needs identified through a teacher
appraisal process, and/or recognising participation in professional development as a
requirement for salary increases or taking on new roles. The third broad strategy is more
school-based, and links individual teacher development with school improvement needs.
The three strategies are not necessarily mutually exclusive, although the starting points of
the entitlement and incentive-based approaches tend to be the individual teacher rather than
the whole school.

A comprehensive approach to professional development would encompass all three
strategies. Providing teachers with agreed levels of time release or financial support for
professional development is an explicit recognition of its importance in teachers’ work, and
a means of enabling participation. However, it is also important for teachers to see the value
of taking part in professional development, to understand that it is an important part of their
professional role, and to see the “entitlement” provision as the minimum extent of their
participation rather than the maximum. This is most likely to occur when teachers can see a
clear link between professional development activities, improvements in their own practice,
student progress, and overall school improvement.

Although professional development is now receiving more policy attention, it often
seems to be fragmented and limited in scope. The three broad strategies just described
attempt to stimulate the demand for professional development activities, but they are not
always matched by reforms on the supply side. In a number of countries the use of public
funding for professional development activities is restricted to programmes provided by a
few organisations (teacher education institutions or agencies specialising in professional
development). Especially in those countries where participation in professional
development is mandated, this can reduce the incentives for innovation and quality
improvement. It is important to encourage a range of professional development providers,
ensure that quality standards are being met, and disseminate good practice.

Professional development can also appear fragmented from the individual teacher’s
perspective. The development of clear teacher profiles and standards of performance at
different stages of the teaching career will help to provide a purpose and a framework for
professional development, as well as criteria for assessing the results. Teacher portfolios
can also allow teachers to keep track of professional development activities in a more
systematic manner.

Effective professional development is ongoing, includes training, practice and
feedback, and provides adequate time and follow-up support. Successful programmes
involve teachers in learning activities that are similar to ones they will use with their
students, and encourage the development of teachers’ learning communities. A key strategy
involves finding ways for teachers to share their expertise and experience more
systematically. There is growing interest in ways to build cumulative knowledge across the
profession, for example by strengthening connections between research and practice and
encouraging schools to develop as learning organisations.
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Chapter 5

RECRUITING, SELECTING AND EMPLOYING TEACHERS

Summary

Teacher policy needs to ensure that the best available teachers are selected for employment,
and that individual schools have the teachers they need. This chapter outlines concerns
about recruiting, selecting and employing teachers and develops policy options for
countries to consider.

Teachers are generally employed as public servants, and in a humber of countries this is
associated with tenured employment once permanency is obtained. There may not be
sufficient incentives for all teachers to continuously review their skills and improve their
practice, especially where there are only limited mechanisms for teacher evaluation and
accountability. Policy options include the requirement that teachers renew their teacher
certificates every five to seven years, built on an open, fair and transparent system of
teacher evaluation.

The selection criteria for new teachers need to be broadened to ensure that the applicants
with the greatest potential are identified. Some countries are reducing the weight accorded
to seniority in determining which candidates are appointed to teaching vacancies, so as to
avoid beginning teachers being assigned to the more difficult and unpopular schools. The
evidence suggests that greater school involvement in teacher selection and personnel
management helps to improve educational quality.

There is considerable evidence that some beginning teachers, no matter how well prepared
and supported, struggle to perform well or find that the job does not meet their
expectations. A formal probationary process can provide an opportunity for both new
teachers and their employers to assess whether teaching is the right career for them.

In some countries the limited mobility of teachers between schools, and between teaching
and other occupations, restricts the spread of new ideas and approaches, and results in
teachers having few opportunities for diverse career experiences. The lack of mobility may
mean that teacher shortages in some regions are paralleled by oversupply in others.
Providing incentives for greater mobility and removing barriers are important policy
responses.
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As well as ensuring that teaching is an attractive career option, and that prospective
teachers have appropriate skills and knowledge, teacher policy needs to ensure that the best
available teachers are selected for employment, and that individual schools have the
teachers they need.

These are major tasks with a workforce as large as teaching. For example, in France in
2002 there were about 150 000 candidates for about 27 000 new teaching positions.! Due to
increasing numbers of teacher retirements, France expects to need to fill about 37 000 new
teaching positions annually over the next decade.

Aside from the administrative and logistical challenges of managing such large
numbers, the mechanisms that countries use to select and recruit teachers, and the policies
governing their terms of employment, have potentially strong implications for educational
quality. For instance, if hiring practices do not ensure the selection of the best available
candidates, then increases in teacher salaries will not necessarily lead to improvements in
the quality of the teacher workforce (Ballou and Podgursky, 1998).

In most school systems there are further processes concerned with the assignment of
teachers to individual schools, and the movement of teachers between schools. In the
United States, for example, between the 1999/2000 and 2000/01 school years about 8% of
public school teachers changed schools and 7% left the teaching profession altogether
(Luekens et al., 2004). In that year, therefore, there was an average teacher turnover of
about 15%, and in a number of schools the figure would have been much higher.

The processes by which teachers are assigned to and employed in different schools can
affect the equity of the distribution of teaching resources and the extent to which schools
are meeting student needs. Countries differ markedly in their approach to such personnel
decisions, particularly in regard to the role played by individual schools. There is emerging
evidence from international studies of student performance that countries in which schools
have relatively high levels of responsibility for personnel selection and management tend to
be associated with better student outcomes (OECD, 2001; W6Bmann, 2003).

This chapter reviews the policy concerns about recruiting, selecting and employing
teachers. It includes descriptions of initiatives in participating countries, and develops
policy options for countries to consider. In terms of the analytical framework developed in
Section 2.4, this chapter is primarily concerned with the structures and processes through
which teacher demand and supply interact to determine which teachers are selected for
employment, and the schools in which they teach.

5.1. Teaching and Public Service Employment

Teachers’ employment is fundamentally shaped by government policies and practices.
Schooling is principally a public sector activity in most countries. Governments either
directly provide schools themselves, or provide much of the funding that other
organisations use for their schools. On average in OECD countries, about 97% of primary
and secondary students are enrolled either in public schools (about 87% of all students) or
in government-dependent private schools (about 10% of students). Only about 3% of

! Unless otherwise indicated, references to country data and developments are taken from the background reports prepared by
countries participating in the OECD teacher policy project. To save space, the background reports are not individually cited.
Appendix 1 provides information on the background reports, their authors, and availability.
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students are in independent private schools (OECD, 2004a). On average, about 92% of all
expenditure on primary and secondary schools is from public sources.

Most teachers are either civil servants or are employed under conditions similar to those
in the civil service, and teachers usually constitute a large share of public sector
employment.? Thus, teachers” employment conditions must be considered in light of public
sector employment as a whole, which may be either a driving force for change in teacher
employment, or a constraint on the extent to which change is possible. Nevertheless, the
nature of public service employment differs markedly from country to country, and within
the public sector teachers” employment often differs from that of other public servants.

There are two basic models of public sector employment in OECD countries: “career-
based” or “position-based”®, and these are both evident in teachers’ employment in
different countries.

In career-based systems, public servants are generally expected to stay in the public
service throughout their working life. Initial entry normally occurs at a young age, it is
based on academic credentials and/or a civil service entry examination, the entry criteria are
usually demanding, and there are generally many more applicants than vacancies. Once
recruited, people are normally allocated to posts according to internal rules, and are moved
among departments throughout their career. Promotion is based on a system of grades
attached to the individual rather than to a specific position. Starting salaries are often
relatively low, but there is a clear pathway to higher earnings, and pension schemes are
usually relatively generous. This sort of system is characterised by limited possibilities for
entering the civil service mid-career, and a strong emphasis on career development. France,
Japan, Korea and Spain are countries with many of the characteristics of career-based
public services.

Position-based public services tend to focus on selecting the best-suited candidate for
each position, whether by external recruitment or internal promotion. The criteria for
appointment emphasise specialised qualifications or skills rather than more general
measures of all-around competence. Position-based systems generally allow more open
access at a wide range of ages, and entry from other careers is relatively common, as is
movement from the public service to other jobs. Starting salaries are often relatively high,
in part because they are not necessarily viewed as “starting”, but rather because they reflect
market rates for the skills needed in the position. Career advancement tends to depend on
competing for vacant positions with higher levels of skills or responsibilities, rather than
upon grades attached to the individual. For many people, therefore, salaries tend to plateau
relatively early in their career since the number of higher level vacancies is usually
restricted. In such systems, the main impetus for professional and career development tends
to come from the individual, whereas in career-based systems career development is usually
nurtured in more structured ways. Canada, Sweden, Switzerland and the United Kingdom
illustrate many of the features of position-based public service employment.

No country provides a “pure” example of either the career-based or position-based type
of public service, and within countries teaching tends to differ somewhat from the
mainstream public service model in any case. For example, in career-based systems
teachers are often recruited on the basis of specialised subject matter or grade-level skills in

2 As one indicator of this, public expenditure on primary, secondary and post-secondary non-tertiary education averages around
9% of total public expenditure in OECD countries (OECD, 2004a).

® The discussion of different models of public sector employment is based on OECD (2004b).
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addition to general academic criteria, teachers are generally not moved to work in other
government departments or vice versa, and the role of local government authorities and/or
schools in candidate selection means there is less reliance on regulations governing staff
mobility. In position-based public service systems teachers often have a salary schedule that
provides largely automatic incremental steps over a long period, irrespective of whether
new positions are taken on, and there can be some institutionalisation of professional
development through teachers having entitlements to time release, for example. There are
also some countries which have mixed characteristics of both models. Nevertheless, the two
broad models provide a useful means of characterising teacher employment in different
countries.

5.2. Features of Teachers” Employment Conditions

Employment status

Table 5.1 summarises key employment conditions of public school teachers among the
participating countries. In two-thirds of the countries public sector teachers are employed
by a local or municipal education authority, while a central or regional government
authority is the employer in seven countries (Australia, Austria, France, Greece, Israel, Italy
and Korea). The division of responsibility for teacher employment generally reflects the
structure of government in the country concerned. The role of the individual school
governing authority in teacher employment is significant in seven countries (Belgium,
Hungary, Ireland, Netherlands, England, Northern Ireland and Wales).

In three-quarters of the countries public school teachers are employed as civil servants,
that is, under conditions applicable to public sector employment in general. Such conditions
normally include legislation or regulations specifying criteria for employment selection,
salary and other benefits, and career advancement. Civil servants generally have lifelong
tenure, and their employment can usually only be terminated under exceptional
circumstances. In all but three countries (Australia, Chile and Finland), teachers with civil
servant status cannot be hired on fixed-term contracts. Teachers in public schools generally
do not have civil servant status in Quebec, the Netherlands, the Slovak Republic, Sweden,
Switzerland, the United Kingdom, or Ireland (where they have a similar public service
status). Box 5.1 outlines the recent changes to teachers’ employment status in Switzerland.

Box 5.1. A new employment status for teachers in Switzerland

A marked feature of the teaching labour market in Switzerland is that, throughout the
country, teachers are no longer civil servants. In the last few years, in most cantons and at
confederation level, the employment status of public workers has moved from that of civil servant
to that of salaried employee. However, it is important to note that, as a general rule, the previous
civil servant status was not associated with an appointment for life but instead with contracts of a
given duration. In most cantons the new salaried employee status goes along with indefinite,
terminable contractual arrangements regulated by public law, which are similar to those offered in
the private sector. These contracts can generally be terminated within a few months if: (i) the
employee fails to follow the regulations; (ii) the employee performs unsatisfactorily; or (iii) the
post becomes redundant. In the cantons where this reform has not been undertaken, teachers are
employed with a renewable contract of a typical duration of four to six years, regardless of
whether they benefit from a civil servant status or not. In these cases dismissals are only possible
in extraordinary circumstances. Lifetime contracts are not offered to teachers in any Swiss canton.
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In most countries, teachers can also be employed on a contractual basis under the
conditions of general employment legislation. This applies in 20 of the 25 countries that
supplied data for Table 5.1, and indicates a moving away from a single, lifetime model of
public sector employment. Contract employment of public school teachers does not seem to
be used in Chile, Finland, Italy, Korea or the United States.

Processes for determining employment conditions

In three-quarters of the countries teachers’ employment conditions are defined by
collective agreements reached between the government employing authority and teacher
unions. France, Germany, Japan and Korea, which are examples of “career-based” public
services do not use collective bargaining to define employment conditions, while in
England and Wales, where public service employment reflects the “position-based model”,
such employment conditions are based on recommendations of an independent review body
(see Box 5.2). Where collective agreements exist, they tend to be reached at the
central/regional level (11 of 17 countries for which information is available) or within a
framework that is agreed at central level and with specifics determined at the local or
municipal government level (6 countries).

Box 5.2. The School Teachers Review Body in England and Wales

The School Teachers Review Body (STRB) was established under the School Teachers’ Pay
and Conditions Act in 1991, following the abolishment of the former system of national collective
bargaining over pay. It is an independent advisory body that examines the pay, duties and other
conditions of employment of school teachers in England and Wales, and makes reports to the
government. Since its creation, the salary scales for teachers are nationally determined by the
Secretary of State for Education and Skills, usually following the advice of the STRB. Unless
there are compelling reasons to the contrary, the government has undertaken to implement the
recommendations of the STRB.

The STRB consists of 5 to 9 members. The chairperson is appointed by the Prime Minister
and the other members are appointed by the Secretary of State. The members, in general, cover
areas of expertise such as labour market economics, human resources and industrial relations,
financial management and education.

The Secretary of State may give the STRB some elements to consider, such as budgetary
restrictions or the government’s policy on public sector pay. But it cannot impose limits on what
the STRB may recommend, or the cost of its recommendations. The recommendations from the
review body are based on inputs from major stakeholders including the government, unions and
employers. Before reporting, the STRB is required to take evidence from interested parties,
including bodies representing teachers, the employers’ organisation of local educational
authorities, school administrators, the Secretary of State and others the STRB deems appropriate.

The STRB may also advise on other specific issues such as teacher workload. In October
2000, for example, the STRB presented a special report on the standards for promotion in the
context of the “Performance Threshold” system.

Collective bargaining between teacher employers and teacher unions is likely to lead to
different outcomes than negotiations by individual teachers or government regulations
stipulating resource levels and teachers’ working conditions. The impact of teacher unions
on school resources and student outcomes has been extensively analysed in the United
States, where there is a tradition of collective bargaining and the extent of unionisation
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varies between school districts and has changed over time. (Santiago, 2004, includes a
review of this literature.)

The research has produced mixed results. For example, Hoxby (1996) concluded that
strong teacher unions lead to higher per-student spending, and increase the share of
spending devoted to inputs that have potential benefits for teachers but lower student
achievement by decreasing the productivity of these inputs, in part because of greater
standardisation in teaching approaches in unionised workplaces. Standardisation is likely to
assist the middle band of students but not those who are high or low performers. She also
concluded that the potential effects of unions on public schools are likely to be greater in
areas where there is little competition either from private schools or from alternatives
within the public sector. On the other hand, Steelman et al. (2000) found a statistically
significant and positive relationship between state teacher unionisation rates and student
test scores, which they attribute in part to the beneficial effects of higher resource levels in
unionised districts and a stronger focus on school-wide improvement strategies. There are
considerable conceptual and methodological difficulties with this type of research.
Nevertheless, the contrasting findings reinforce the basic point that collective bargaining
agreements, like any other mechanism for determining school resource levels and their
uses, ultimately need to be assessed in terms of their impact on student outcomes.

Box 5.3. Individual teacher pay system in Sweden

In Sweden, the centrally bargained fixed-pay scheme for teachers was abolished in 1995 as
part of a package designed to enhance local autonomy and flexibility in the school system. The
government committed itself to substantially lift teacher salaries over a five-year period, but on
the condition that not all teachers received the same rise. This means that there is no fixed upper
limit and only a minimum basic salary is centrally negotiated, along with the aggregate rise in the
teacher salary bill. Salaries are negotiated when a teacher is hired, and teacher and employer agree
on the salary to be paid on commencement of the term of employment. The individual negotiation
involves the following dimensions:

1. Teachers’ qualification areas: teachers in upper secondary schools have higher salaries than
teachers in compulsory schools or teachers in pre-schools.

2. The labour market situation: in regions where teacher shortages are more acute, teachers get
higher salaries; the same occurs for certain subjects like mathematics or science.

3. The performance of the teacher: the collective central agreement requires that pay raises be
linked to improved performance, allowing schools to differentiate the pay of teachers with
similar tasks.

4. Range of responsibilities of teachers: principals can reward teachers if they work harder and
take up more tasks than what is generally expected.

There is now much greater variety in teachers’ pay, with those in areas of shortage and with
higher demonstrated performance able to negotiate more. The scheme is underpinned by a system
of central government grants to ensure that low-income municipalities are able to compete
effectively for teachers and other staff in the service sectors of the municipality.

Sweden, with its individual teacher pay system introduced in 1995, provides an
interesting example of a country that has attempted to combine a strong tradition of teacher
unionism and consultative processes with opportunities for flexible responses and non-
standardised working conditions at the school level (see Box 5.3). Although the evidence is
not clear cut, given the range of other changes in Swedish schools and the labour market
since the mid-1990s, the impression is that the individualised approach to teacher pay has

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



5. RECRUITING, SELECTING AND EMPLOYING TEACHERS - 147

helped schools overcome some teacher shortages and improved the match between teachers
and school needs. There is evidence that the competition for teachers has increased both
between public and private schools, and between municipalities (Bjorklund et al., 2004).
The probability of teachers changing municipalities has doubled since the mid-1990s, and
schools appear to be tailoring their compensation packages (salaries, class sizes, working
conditions) to attract the teachers they need. Nevertheless, the scope for overcoming
teacher shortages through individual pay and tailored compensation packages is dependent
on the economic situation in the municipalities.

Teacher dismissal

As Table 5.1 shows, in all countries, public school teachers can be dismissed for
disciplinary reasons, and in over half the systems (15 out of 26) for reasons of redundancy,
such as when enrolments decline or subjects are no longer offered. About two-thirds of the
countries also report that teachers can be dismissed because of chronic underperformance.
However, based on information from the Country Background Reports and the country
review visits, it appears that public school teachers are rarely dismissed on performance
grounds.

Some of the Country Background Reports have identified this as a particular problem.
For example, Korea, where teacher employment reflects a career-based model, notes that
“both the teacher evaluation and the institutional mechanism for ousting the ineffective
teachers remain very weak. The strong status protection of the teaching profession prevents
such disciplinary mechanism from being truly operational.” The Slovak Republic, where
teacher employment can be characterised more as a position-based system and therefore
potentially more flexible, nevertheless notes that “owing to the fact that there are no criteria
of teachers’ efficiency set ... it is not possible to officially identify an inefficient teacher. In
addition, the Labour Code exceedingly protects the employees tenured and consequently,
the only legal procedure — action in court — [is lengthy and complex].” This has led to one
perhaps unanticipated outcome, which works against teachers’ interests and innovation:
“The principals thus use various internal organisation changes that allow them to dismiss
redundant teachers. This instrument may be also used (and is used) against able teachers
[who] become ‘uncomfortable’ for the school management [and] the social certainty of
innovative teachers substantially diminishes.”

The Country Background Reports do not indicate that there are large numbers of
ineffective teachers in schools. The issue seems to be more that the lack of simple,
transparent and accepted procedures for dealing with ineffective teachers means that the
problem is often not tackled, and that this has adverse consequences for the reputation of
schools and the teaching profession. Approaches to identifying and responding to poorly
performing teachers are discussed further in Chapter 6.
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5.3. Teacher Recruitment and Selection

Recruitment and selection practices are essential mechanisms, which potentially tie
incentives to the quality of the teaching workforce. If hiring practices are inefficient in
linking teacher compensation to teacher quality — by not leading to the selection of the best
candidates from a given pool of applicants — increases in salaries will not lead to
improvements in the quality of the teaching workforce.

Table 5.2 summarises the processes and criteria used to recruit and select individuals
for their first appointment into the public school teacher workforce. Virtually all countries
use eligibility criteria involving certification/qualification, citizenship, proficiency in the
language of instruction, medical and security checks. In addition, Germany (for civil
servants) and Korea have maximum age restrictions; England requires candidates to pass
skills tests in literacy, numeracy and ICT; a number of school districts in the United States
set literacy and numeracy tests; and registration with a Teaching Council is required in
most Australian states, England, Scotland and Wales.

Recruitment practices include interviews with candidates in 18 out of 23 countries — the
exceptions are countries with centralised recruitment approaches such as Austria, France
(where an oral competitive examination is conducted), Germany, Greece and Italy. In most
countries (17 out of 23), the academic background or performance of the candidate is taken
into account, but only 12 out of 23 countries report that teaching skills are a criterion used
in the selection of teachers for public school employment.

Central versus school involvement in teacher recruitment and selection

The question of school involvement in teacher selection is growing in importance. As
noted in the background report prepared by Hamburg (Germany): “The assignment of
personnel from a central office less and less meets the needs of the schools as well as the
applicants for teaching posts and it falls short of the goal of matching the schools’
requirements and candidates’ qualifications with a view to the special profile of schools.”
The process of teacher selection is often highly impersonal, and it is hard for teachers to
build a sense of commitment to the schools where they are appointed. This is particularly
the case in those countries where the authority responsible for recruitment is highly
centralised. This raises concerns about whether schools have the teachers that fit their
particular needs.

As Table 5.2 indicates, in most countries teacher recruitment is the responsibility of the
level of government (central, regional or local) which is responsible for employing
teachers. In eight countries there is a very high level of individual school involvement in
teacher recruitment into public schools: Belgium (Flemish Community); Denmark; England
and Wales; Hungary; Ireland; the Netherlands; the Slovak Republic; and Sweden. Box 5.4
outlines the processes of school involvement in teacher recruitment and selection in
Denmark and Ireland.

In more than half of the systems (14 out of 24), “open recruitment” is the main
procedure used to recruit teachers to their first appointment, meaning that responsibility for
advertising vacancies is decentralised to local authority or school level, and involves
matching applicants with specific vacancies. A direct interaction with the applicants takes
place, typically through interviews, and allows the use of a more complete set of criteria
that match with the school’s educational approach. This process of open recruitment also
offers advantages to applicants since they can more directly choose the school and have
close contact with the school before the decision is taken.
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Table 5.2. Teacher recruitment procedures and selection criteria, public schools, 2004

Recruitment procedures

Eligibility criteria Procedure (competitive examination, What criteria are used in the selection of teachers?

Level responsible for recruitment candidate list, open recruitment)

Varies according to jurisdiction including a combination of interpersonal and other

Registration with It varies, usually either central Depending on the position, a skills assessed in interview, teaching skills, subject specialty, academic
Australia relevant State authority or school or a combination combination of candidate list and open  performance, qualitative analysis of past experience (usually including written
Teaching Council of both recruitment applications addressing various selection criteria), location prepared to work in,
date of application
Austria None Central/regional school authority Candidate list Subject specialty and teaching skills
Belgium (Fl.) None School governing authority Open recruitment At the discretion of school

Central/regional education authority
Belgium (Fr.) None Municipal/local education authority Candidate list
School governing authority

Subject specialty; date of application; interpersonal and other skills assessed in
interview

Open recruitment by local education ~Academic performance; prior experience as an intern; subject specialty; teaching
authority skills; interpersonal skills
Chile None Municipal education authority Open recruitment At the discretion of the employer

Canada (Qb.) Sometimes, ICT skills Local education authority

Municipal/local education authority
School governing authority

Qualitative analysis of past experience; interpersonal skills; subject specialty;

Denmark None postgraduate qualifications

Open recruitment
Criteria decided by the municipal educational authority and school principals, but
Finland None Municipal education authority Open recruitment likely to include: academic performance, teaching skills, teaching experience, and
interpersonal skills
Primary level: Regional education

France None _au(honty . Competitive examination Results on (written and oral) competitive examination
Sec. level: Central education
authority

Age restriction (for civi Regional education authority

Germany servants, maximum Local education authority Candidate list Academic performance; subject specialty
age of 50)
. ) Competitive examination and Avcad.emic performance (grad.evof |:|niversi(y dggree anfi qualification
Greece None Central education authority didate lis examinations); postgraduate qualifications; teaching experience; and date of
canocaiels application for candidate list process

Hungary None School principal Open recruitment Academic performance; qualitative analysis of past experience; subject specialty;

and interpersonal and other skills assessed in interview
Registration with Selection on the basis of an interview, which considers the following: academic

Registration Council Local education authority " achievement, past experience, subject specialty, teaching skills (e.g. as assessed
Ireland N ; Open recruitment L N N
(for voluntary School governing authority during initial teacher education or probationary process), postgraduate
secondary sector) qualifications, interpersonal and other skills
Central education authority Candidate list; . . o 5 . | . _
N ) " Academic performance; qualitative analysis of past experience; subject specialty;
Israel None Local education authority Open recruitment (upper sec. . s N [ N
N . N teaching skills; interpersonal and other skills assessed in interview
School governing authority education only)
Italy None Central/regional school authority Cempeiio SemiElem e Qualification examinations; teaching experience

candidate list
Competitive examination
Japan None Municipal/local education authority Candidate list
Open recruitment

Academic performance; teaching skills; interpersonal and other skills assessed in
interview

Academic performance (including qualification examinations); teaching skills;

Korea Age restriction Regional school authority Competitive examination subject specialty; interpersonal and other skills assessed in interview;
professional certificates (e.g. English, ICT)

Netherlands None School authority (principal) Open recruitment Interpersonal and other skills assessed in interview

Slovak Republic None School principal Open recruitment Teaching and pedagogical skills; interpersonal and other skills

Sweden None School principal Open recruitment Academic performance; qualitative analysis of past experience; subject specialty;

postgraduate qualifications; interpersonal and other skills assessed in interview

Grade obtained at teacher education institution; qualification examinations;
qualitative analysis of past experience; subject specialty; teaching skills;
interpersonal and other skills in interview; sate quali ions
(less often)

Switzerland None Municipal/local education authority Candidate list

Skills tests in literacy,

numeracy and ICT: School governing authority for

voluntary aided and foundation Matter for employer but likely to include past experience, interpersonal skills,

United Kingdom (Eng.) Registration with . " N Open recruitment qualifications and subject specialism. Could include teaching skills in
. schools; local education authority for N
General Teaching demonstration class
" all other schools
Council
United Kingdom (N.Irl.) m m At the discretion of the employer m

Academic performance; qualitative analysis of past experience; subject specialty;

Registration with teaching skills (e.g. as assessed in demonstration class or from initial teacher

United Kingdom (Scot.) Teaching Council Municipal/iocal education authority Open recruitment education); postgraduate qualifications; interpersonal and other skills assessed in
interview
. . ) School governing bodies or local Matter for employer but likely to include past experience, interpersonal skills,
" . Registration with N i " " " N N . " " s
United Kingdom (Wal.) . - education authorities depending on Open recruitment qualifications and subject specialism. Could include teaching skills in
Teaching Council "
type of school demonstration class.

Review of university coursework; possession of a degree in subject matter to be
taught; performance during an interview; academic credentials (grade of
university degree and qualification exams) are given less consideration

Skills tests in literacy  Local education authority (school ~ Open recruitment; some states require

p 3
United States and numeracy district), occasionally the school a licensing exam

Definitions: This table deals with the formal procedures used to recruit and select individuals into the teaching profession, for a first appointment. It includes the application process, the recruitment method
and the criteria used to select new teachers from a pool of applicants. Eligibility criteria refer to the criteria that individuals need to meet to become eligible for a teaching post. The difference vis-a-vis the
selection criteria of the last column is that eligibility criteria are specific to the candidate (i.e. criteria that need to be met regardless of the characteristics of other candidates) while selection criteria are used to
compare characteristics of the different candidates. Only eligibility criteria other than the following were entered: qualifications to be a teacher; citizenship criteria; proficiency in the language(s) of instruction;
personal integrity (e.g. no criminal record); and good medical condition.

The term “competitive examination” is used to designate public, centrally organised examinations and other assessments that are held to select candidates for the teaching profession. A candidate list is a
system whereby applications for employment as a teacher are made through submitting candidates’ names and qualifications to a central or local educational authority, candidates being ranked on the basis of
a number of criteria. The term “open recruitment” refers to the method of recruitment where responsibility for publicising posts open for recruitment, requesting applications and selecting candidates is
decentralised. In this case, recruitment is usually the responsibility of the school, sometimes in conjunction with the local authority; the process of matching those teachers seeking employment with available
teaching posts taking place on a school-by-school basis.

Notes: m Information not available.

1. Information refers to the majority of posts, for which recruitment procedures are centralised. A growing number of posts are being filled through the direct involvement from the school.

2. 75% of permanent teachers are selected by competitive examination and 25% by candidate list. Temporary and hourly-based teachers are selected from candidate lists.

3. Policies vary by school district (municipal education agencies) and it is difficult to express the average for the country as there are 15 000 school districts and no uniform policies.

Source: Derived from information supplied by countries participating in the project. The table should be interpreted as providing broad indications only, and not strict comparability across countries.
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Box 5.4. Recruitment and selection of teachers in Denmark and Ireland

Denmark

The recruitment of teachers is the responsibility of municipal authorities. As a result of
greater decentralisation of decision-making, many municipalities have, however, delegated the
power to appoint teachers to the schools, either for all teachers or for teachers on fixed-term
contracts. At the school level, a Selection Committee is appointed to examine the applications for
teaching posts. The committee includes the principal, and the union and parents representatives to
the school Board of Governors. It selects a number of applicants, conducts job interviews and
assesses the qualifications of the applicants, after which the Board of Governors or the principal
makes a decision and sends the recommendation to the head of the municipal administration (if
the power to appoint is not delegated to the school). Applicants are expected to have familiarised
themselves with the school’s values and profile. Many principals also expect the applicants to
make an exploratory visit to the school before the application is sent.

Ireland

With the exception of schools operating under Vocational Education Committees at
secondary level, teachers in Ireland are not assigned to schools by a central agency. Teachers
apply directly to schools for positions, at their own discretion. The school management board, as
the appointing body, makes the arrangements for appointment. The Department of Education and
Science sets out the general regulations regarding the quota of teachers which schools can employ
and guidelines on appointment procedures. It does not exercise a direct role in the deployment of
teachers among schools. Applications and curriculum vitae are submitted after advertisement. A
selection committee is appointed by the school Board of Management. Short-listing of candidates
occurs, according to agreed criteria. The interview process is conducted according to due process
guidelines. It typically includes an assessment of academic achievement, qualitative analysis of
past experience, teaching skills (e.g. as assessed during demonstration class at initial teacher
education level or as reported during the probationary process), interpersonal and other skills. The
Board of Management makes the appointment in accordance with the order of merit
recommended by the committee. Whenever an appointment is made, unsuccessful candidates
have a variety of mechanisms through which they can appeal the decision of the Board of
Management. Appeals can be made to the Equality Authority, the Employment Appeals Tribunal,
or directly to the Minister for Education and Science.

Figure 5.1 provides principals’ perceptions of school responsibility for hiring and
dismissing teachers in schools attended by 15-year-old students. It clearly shows a divide
among countries. While schools have full or substantial influence in teacher selection in
about half of the countries (e.g. Belgium, the Czech Republic, Denmark, Hungary, Iceland,
Israel, the Netherlands, New Zealand, Sweden, the United Kingdom, and the United
States), in the remaining countries there is a very limited school role (e.g. Austria, Chile,
Finland, France, Germany, Italy, Japan, Korea, Luxembourg, Portugal, and Spain).

In practice the extent of school autonomy in teacher recruitment might be restricted by
a complex set of rules. For instance, in the Flemish Community of Belgium, the school
principal plays a major role in the recruitment of teaching and administrative staff, often
directly contacting a potential candidate for a position in the school. However, in practice
schools must follow a number of rules in making appointments. Priority has to be given to
the candidate with the highest level of seniority, and teachers with permanent status have
priority over temporary teachers. Other rules require that priority be given to those who
have worked for a certain number of years and, where two candidates are equal in this
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regard, priority is given to those who have worked in the same network of schools, or been
employed by the same organising authority.

As Figure 5.1 shows, in the majority of countries, principals tend to report a more
prominent role for the school in appointing teachers than in dismissing them, the largest
differences being found in Canada and Denmark (21 and 40 percentage points,
respectively). In Belgium, the Czech Republic, Hungary, Iceland, the Netherlands, New
Zealand, and the United States, more than 95% of the students are enrolled in schools
whose principals report having some say in the dismissal of teachers (the country average is
54%).

Figure 5.1. Principals' perceptions of school responsibility for hiring and dismissing teachers,
2000

Percentage of 15-year-old students enrolled in schools where the principal states that hiring/firing teachers is not
a school responsibility

[ Hiring teachers < Dismissing teachers

100

VNP P LN R LRI AL SR L RLEL AN O N
ST F R SO STTTT LR AEFFRP AT LTEFISITSFLFSS N
Q\\\«\i@ \QQ,Q&}%&@C} S Q&Q\’Q@w e V}g}‘ W T RE S V\SC’QQ(\\’ N o é\\@ @}\%
¥ & & 9 R\

Note: For the Netherlands, the response rate is too low to ensure comparability.

Source: OECD PISA Database, 2001.

Table 5.2 indicates that candidate lists are predominantly used by seven countries
(Austria, Belgium [French Community], Germany, Israel, Italy, Japan, Switzerland), and
involve a government authority ranking candidates according to specific criteria. Under this
approach recruitment is generally first into a pool of eligible teachers and then allocation is
made to schools. Six countries, which illustrate career-based teacher employment systems
(France, Greece, ltaly, Japan, Korea and Spain), use a variant of the candidate list in that
centrally or regionally organised competitive examinations are used as a key means of
determining which applicants are eligible to be recruited as teachers. The cut-off score for
the examination is usually set in relation to the number of vacancies that need to be filled in
the area concerned.

Although competitive entrance examinations are seen as important quality controls in
countries with career-based public services, they are also open to criticism that they are not
framed in terms of what teachers should know or be able to do as competent professionals.
For example, in the case of Korea the Country Background Report notes: “The paper and
pencil test of the employment examination is irrelevant to evaluating candidate’s ability and
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aptitude for teaching ... Due to the absence of a standardised domain of the test questions
and curricular differences among teacher education institutions, examinees have difficulty
in systematically preparing for the examination. ... The interview is also criticised for its
formalistic nature ... [and] cannot evaluate the capacity and character required for teaching.
... most students attending secondary teacher education institutions concentrate on studying
[for] the employment examination. This is at the expense of sacrificing ‘normal’ learning
through university courses, which were originally devised to nurture the capacity for the
teaching profession.” The heavy weight placed on the selection stage, and its highly formal
nature, can also be barriers to those who want to enter teaching mid-career.

Research on school involvement in teacher selection

In general, the PISA results show that there is a positive correlation between the degree
of school involvement in teacher appointments and student performance on reading
literacy, although this correlation is not as strong as for other aspects of school autonomy
such as deciding on which courses are offered and deciding on budget allocations within
the school (OECD, 2001). In those countries where schools differ significantly in the extent
of school decision-making autonomy (mainly between different school systems such as in
Australia, Austria, Canada, Spain and Switzerland) there is also a strong and significant
within-country relationship between school autonomy and student performance. Such
findings cannot, of course, be interpreted in a causal sense as, for example, school
autonomy and performance could well be mutually reinforcing or influenced by other
factors.

While countries with greater levels of school autonomy in particular areas tend to
perform better, a concern is that greater independence of schools might lead to greater
inequalities in performance. However, the PISA results suggest that greater school
autonomy is not necessarily associated with greater disparities in school performance. For
example, Finland and Sweden, among the countries with the highest degree of school
autonomy on many of the measures used in PISA 2000, display (together with Iceland) the
smallest performance differences among schools.

Wo6Bmann (2003) used data from the Third International Mathematics and Science
Study (TIMSS) to examine the relationship between different aspects of centralised and
school-level decision-making and student performance. He concluded that students in
schools with autonomy in deciding on the hiring of teachers performed statistically
significantly better in mathematics and science, as did students in schools that could
determine teacher salaries themselves. On the other hand, students in schools that had
primary responsibility for formulating the size of the school budget had lower scores in
mathematics and science, as did those in schools with responsibility for determining their
own curricula and setting examination standards. He concluded that, since school autonomy
in setting standards and the size of the school budget seem to be negatively related to
student performance, while school autonomy in personnel management and process
decisions seem to be positively related to performance, school systems should ensure
external control of resource levels and performance standards, but provide schools with
freedom in the process areas, such as personnel management, where school-level
knowledge is important.

The incentives that schools face are vital in this regard. Ballou (1996) and Ballou and
Podgursky (1998) provide a comprehensive comparison of public and private school
teachers in the United States. They found that private schools are more likely than public
schools to select candidates whose academic background signals strong cognitive ability
and command of subject matter. They also found that teacher pay, although on average
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lower in private schools, is less compressed and more closely related to aptitude and scarce
skills (such as mathematics and science teaching) in private schools than in public schools.
Their overall conclusion was that public schools, which face little competition for students,
do not invest sufficient effort in finding the best applicants for teaching jobs.

Hanushek and Rivkin (2003) use variation in the most common form of public school
choice in the United States — parents choosing among schools by selecting their area of
residence — to examine the effect of public school competition on teacher quality. The
evidence suggests that more competition tends to increase teacher quality, particularly for
schools serving predominantly lower-income students. Hoxby (1994) found that where
public schools face competition for students from private schools, public school teacher
salaries are higher and student outcomes better.

Boyd et al. (2003) show striking differences in the qualifications of teachers across
public school districts in the United States. If school systems are to adopt a more
decentralised approach to school choice and teacher employment, it is clear that schools in
disadvantaged locations will need substantially more resources to enable them to compete
on an equitable basis.

5.4. Probationary Periods for Beginning Teachers

Table 5.3 summarises the position regarding probationary periods for beginning
teachers in public schools among the participating countries. In all, 20 of the 25 systems
with relevant information use probationary periods for beginning teachers with either civil
servant or salaried employee status. In 16 of these countries the probationary period begins
when the teacher starts teaching employment, whereas in four others it forms part of initial
teacher education for at least some teachers: Austria, Belgium (Flemish Community),
Canada (Quebec) and France. Probationary periods do not exist in five countries: Belgium
(French Community), Chile, Korea, the Netherlands and Northern Ireland.

Typically, where countries offer different employment status to teachers, they do not
make a distinction regarding the probationary period requirement, with the exception of
Japan (where only civil servants go through a probationary period). The duration of the
probationary period varies between three months (Denmark, Hungary) and three years (in
some cases in Germany, Israel, and some parts of the United States), but it is generally
within the period of six months to one year in most countries.

Eleven systems supplied information on the proportion of teachers who do not pass the
probationary stage. They indicated that the proportion was typically 1% or less. Scotland
noted that about 2% of beginning teachers do not pass the induction period, although some
candidates leave before receiving an adverse evaluation, and France indicated that it can
reach 3%.

Generally, successfully passing the probationary criteria does not guarantee access to a
permanent position; a vacancy needs to be available. Since the majority of the existing
teaching force in most countries already has permanent status, the burden of adjustment to
enrolment decline falls largely on beginning teachers who are not able to secure permanent
employment, while those with permanent positions are reluctant to leave them. In some
countries a teacher with permanency continues to be employed at the same school even if
their job is lost due to falling student numbers. Thus, although the formal period of
probation may be about 12 months, it can take much longer to obtain permanency; in these
circumstances many newly qualified teachers are reluctant to start looking for teaching
jobs, and there are high attrition rates among temporary teachers.
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Table 5.3. Probationary period for beginning teachers, public schools, 2004

Teachers with civil servant status

About what percentage of
teachers do not pass the

Teachers with salaried employee status

About what percentage of
teachers do not pass the

Existence of Duration of probationary Existence of probationary Duration of

probationary period period probationary stage? period probationary period probationary stage?
. Yes, upon entering Usually between 6 and . S @ m.onths-2 . L
Australia - 12 months Varies, usually less than 1% Often yes years, depending on 1% in some jurisdictions
9 jursisdiction
Yes, as part of initial
1 teacher education, in -
Austria a a a upper secondary 1 year Negligible
education only
Belgium (FL.) Yes, as part of initial - - Yes, as part of initial - -
9 ) teacher education teacher education
Belgium (Fr.) No a a No a a
Yes, as part of initial .
Canada (Qb.) a a a - 1 year Negligible
Chile No a a a a a
Denmark m m m Ve, gnterlng 3 months 0-1%
teaching
Finland Atthe discretion of Maximum of 6 months m a a a
employer
Yes, as part of initial 3 Varies according to
IR teacher education 13w L es contract duration m
Germany Yes, ;J:;cnh;r;enng Maximum of 3 years m Yes 6 months m
Greece VE=, L .enterlng 2 years 0% a a a
teaching
Yes, upon entering Yes, upon entering
Hungary2 teaching but it is not Maximum of 90 days m? teaching but it is not Maximum of 90 days m
mandatory mandatory
Ireland* a a a Yes 1 year Less than 1%
srael Yes, upon _entenng 2-3 years m Yes, upon _entenng 2-3 years m
teaching teaching
Yes, upon entering 0
Italy teaching 1 year 1% a a a
Japan Yes, upon _entenng Between 6 months and 0.60% No a a
teaching 1 year
Korea No a a a a a
Netherlands a a a No a a
Slovak Republic a a a VES, BB et 3 months m
mandatory
Sweden a a a Yes, upon gntenng 1 year m
teaching
Yes, upon entering
Switzerland a a a teaching and for each job etz S G m
months
change
United Kingdom (Eng.) a a a Yes 1 academic year 0.15%
United Kingdom (N.Irl.) a a a No a a
1 year if within induction Around 2% in context of
United Kingdom (Scot.) a a a Yes scheme context; induction scheme, though some
9 . otherwise, 1 year and candidates quit before obtaining
one term adverse evaluation
United Kingdom (Wal.) a a a Yes one academic year m
United States® Yes 1-3 years m? a a a

Definition: This table addresses the trial period (probationary period ) teachers often undergo to assess their aptitude for teaching. Its successful completion leads them to access a permanent
(or regular) teaching post or a provisional/temporary position.

Notes: a Information not applicable because the category does not apply; m Information not available

1. Teachers can only obtain civil servant status after some years of teaching experience. Upon entering the profession, they have a salaried employee status.
2. In addition to the probationary period described, the civil servant status is only granted after at least one 1-year fixed term contract.

3. Anecdotal evidence suggests that the rate is low.

4. Teachers have public service rather than civil servant status.

5. Policies vary by school district (local municipal education agencies) and it is difficult to express the average for the country as there are 15 000 school districts and no uniform policies across

the country.

Source: Derived from information supplied by countries participating in the project. The table should be interpreted as providing broad indications only, and not strict comparability across

countries.
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5.5. Responses to Short-term Staffing Needs

In some countries, schools face difficulties in the temporary replacement of teachers, as
no prompt mechanisms for teacher substitution are available. In addition, the extra financial
means are often not available to provide schools with extra teacher resources. The lack of a
systematic response to replacement needs is potentially disruptive to school programmes,
and can make it harder for teachers to participate in professional development activities.

Table 5.4 summarises the ways the countries handle short-term teacher replacements in
public schools. In 70% of the countries there is a limit on the period for which a
replacement teacher can be hired, most commonly for a maximum of one school year. By
contrast, in seven countries a maximum period is not specified (Austria, Chile, Demark,
England and Wales, Finland the Slovak Republic and Switzerland). However, when there is
a time limit specified, countries generally provide the possibility of renewing a replacement
appointment.

A little over one-half of the countries (13 out of 24) use some form of replacement pool,
whereby teachers are recruited on a contract basis by the relevant education authority, to
cover for short-term absences. Box 5.5 outlines the replacement pool system used in the
Flemish Community of Belgium, which also serves to provide a form of guaranteed
employment for beginning teachers as well as route back into teaching for former teachers.
Some countries (Denmark, England and Wales, and the Netherlands) also make use of
private employment agencies to obtain short-term replacements.

Box 5.5. The Replacement Pool of Teachers in the Flemish Community of Belgium

During the late 1990s it became evident that, in the Flemish Community of Belgium, new
teachers faced difficulties in obtaining secure appointments as the number of permanent positions
declined. This was discouraging for beginning teachers, and led to many leaving teaching
altogether. The Replacement Pool was introduced in the 2000/01 school year as one response to
this problem. The Pool is a group of teachers whose salary is paid by the Ministry of Education
and who supply short-term teaching for schools. The teachers specify the particular geographic
area in which they wish to work, and are available to work in all the schools that register for the
pool (i.e. they are not restricted to employment in a single network). The Flemish Employment
Services and Vocational Training Agency (VDAB) manages the scheme. Successful applicants
are assigned to an “anchor school,” and work there when they are not required to replace teachers
in other schools. Schools therefore find it easier to locate replacements for absent teachers, and
beginning teachers have job security and a salary for at least one year. It also provides an
opportunity for schools to assess the suitability of new teachers for longer-term posts. Teachers
returning to the profession or other employees who are considering a teaching career can also
register for the pool.

Over two-thirds of Flemish schools participate in the pool, and in 2003/04 about 4 100
teachers took part. These are significant numbers relative to the total number of beginning
teachers in the system. Despite the widespread support for the scheme, there are concerns that the
total number of places paid for by the government is too limited for schools’ replacement needs.

* The role of such agencies in the United Kingdom is explored in Morrison (1999).
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Table 5.4. Short-term teacher replacements, public schools, 2004

Do replacement pools or
intermediary agencies to provide
schools with replacement
teachers exist?

Can an increase in the hours of teachers Can an increase in class size be used to
be used to respond to the temporary  respond to the temporary absence of a
absence of a teacher? teacher?

For how long can a replacement
teacher be hired?

Varies, depending on

. L It varies, in instances when no suitable
circumstances and jurisdictions,

Sometimes yes, but with conditions, e.g.

Australia eI i 20 B S G Yes, usually a replacement pool it ezl @ Mo R e (s replacement teacher is available this
may happen
school year
Austria No limit exists No No No
. . Yes, with a maximum fixed extra hours
. Maximum until the end of the . L
Belgium (Fl.) Yes, a replacement pool with no extra pay and additional extra Yes
school year .
hours with extra pay
Belgium (Fr.) Maximum of one school year No No No
Canada (Qb.) Maximum of one school year Yes, local replacement pools Yes, extra hours with extra pay No
Chile No limit exists No Yes, extra hours with extra pay No
Denmark No limit exists es, |lntlermed|ary agencies, Yes, extra hours with extra pay Yes
municipal and team pools
Finland No limit exists No Yes, extra hours with extra pay Atthe discretion of th.e school prlnmpal
and local education authority
Maximum of one school year but . .
France Yes, replacement pools exist Yes, extra hours with extra pay Yes
renewable
Yes, with a maximum fixed extra hours
. Yes, replacement pools exist in  with no extra pay (on average, 4 hours
Germany Maximum of one school year some of the Lander per week) and additional extra hours Yes
with extra pay
Maximum until the end of the . Yes, with a maximum fixed extra hours Yes, up to the legislated maximum class
Greece Yes, replacement pools exist ) .
school year with no extra pay size
Maximum of 5 school years, with 1 X Yes, as a provisional solution with extra
Hungary . No Yes, extra hours with extra pay
some exceptions pay for the teacher
Maximum until the end of the - L g
. Only in primary education in a limited
school year, but might be for 5 to . 5
Ireland ; Typically, no No way, for short absences and when no
10 years if led by a career break . . .
substitute teacher is available
or a secondment
Maximum until the end of the Yes, extra hours with extra pay for 1 X
Israel No Typically not
school year year at most
Italy v il s et @i s Yes, replacement pools exist Yes, extra hours with extra pay No
school year
Japan Maximum of one school year No No No
Korea w6 e yesTs No No No, with some exceptions (e.g. in small
or rural schools)
Netherlands Maximum of one school year Yes, both replacement pools and Yes, extra hours with extra pay Yes

intermediary agencies exist

Slovak Republic No limit exists No Yes Yes, up to a maximum class size
Sweden Maximum of one school year No Yes, extra hours with extra pay Yes
Switzerland No limit exists e e EEEENE el i S Yes, extra hours with extra pay Yes
cantons
United Kingdom (Eng. No limit exists Yes, both replacement pools and No Yes

and Wal.) intermediary agencies exist

At the discretion of the employer and

Waticee) gzt (ILD) following the agreement of the teacher

Maximum of one school year m At the discretion of the employer
Yes, with a maximum fixed extra hours

with no extra pay

Yes, up to maximum class size

United Kingdom (Scot.) authorised

Maximum of one school year Yes, replacement pools exist

Maximum until the end of the

. 3
United States' school year

Yes, replacement pools exist Generally yes Generally yes

Definitions: This table addresses the responses of school systems to the need to temporarily replace teachers. Absences of various lengths — from very short periods (due, for
example, to sick leave or a short professional development activity), to periods of a school year or even longer (as in the case of a maternity leave, a sabbatical or another form of
extended absence), are considered. Replacement pools refer to schemes in which teachers are recruited on a contractual basis by the education authority (at central or local
level) to cover for temporary absences of teachers. Intermediary agencies are private employment agencies which operate as an intermediary between schools/local education
authorities and potential replacement teachers.

Notes: m Information not available.

1. A decree of 1997 makes the establishment of replacement pools at local level possible, but it has not become a general practice so far.

2. For primary education, a Teacher Supply Scheme exists in a limited number of urban locations for defined catchment areas. It is a limited service, not available to all schools.
3. Policies vary by school district (local municipal education agencies) and it is difficult to express the average for the country as there are 15 000 school districts and no uniform
policies across the country.

Source: Derived from information supplied by countries participating in the project. The table should be interpreted as providing broad indications only, and not strict
comparability across countries.
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In most countries (18 out of 24), an increase in the hours of other teachers can be used
to respond to the temporary absence of a teacher, and in most cases additional teaching
hours above a specified level lead to extra pay. In over one-half of the countries (14 out of
23) the principal has the discretion to increase class size to respond to the temporary
absence of a teacher, although this is usually seen as a temporary move.

5.6. Teacher Mobility

Mobility between schools

Another marked feature of the teacher labour market is the relatively low rate of teacher
mobility within countries among schools and educational jurisdictions. While this can lead
to schools having stable staffing, there are concerns that it can inhibit the introduction of
fresh ideas and skills into schools. It can also worsen regional imbalances in teacher supply
and demand.

For example, in Germany, statistics point to some mobility within L&nder but very
limited transfers across them. According to statistics from the KMK (Standing Conference
of Ministers of Culture in Germany), which consider flows of full-time teachers for the
2001/02 academic year, about 9% of teachers left their initial teaching position. Of these,
about one-third transferred to another school within the same Land while only about 2% of
leavers transferred to a school in another Land. The same statistics reveal that, among the
teachers staying in the profession, only 3% transferred to another school for the 2001/02
academic year.

Some countries in which education systems are highly decentralised are still affected by
barriers to mobility, such as the limited recognition across the country of teaching
qualifications from different provinces/states. For instance, in Germany, the limited
mobility is not a surprise given that the KMK agreed only in 1999 that “the teaching career
examinations carried out in accordance with the recommendations of the Standing
Conference” should be reciprocally recognised by the different Lander. Yet the
considerable differences across Lander in school system structures and the close linkage
between these structures and initial teacher education systems are obstacles to the
implementation of the agreement. It is clear that a full integration of the teacher labour
market at the country level is far from being achieved.

In Japan, teachers are expected to periodically change schools throughout their career.
This is intended to ensure that all schools have access to effective teachers and a balance of
experienced and beginning teachers. It is also seen as a way of broadening teachers’ skills
by giving them experience in different schools. The allocation of teachers is decided by the
prefectural education authority, in consultation with principals and municipal authorities
about their staffing needs. The opinion of each teacher is usually reflected during this
process. The process varies from prefecture to prefecture, but usually teachers are required
to move periodically to different schools within the prefecture, and the typical period of
working at one school is five to seven years. For instance, some prefectures classify schools
according to population characteristics, geographical situation, and programme type, and
teachers are required to gain experience in the different school types throughout their
career. Teachers receive allowances to cover their transport and living costs. A similar
approach to teacher mobility is followed in Korea.
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Mobility between teaching and other occupations

Entering the teaching profession with professional experience outside education is still
a fairly limited phenomenon, although as Chapter 4 noted, it is growing in a number of
countries. To date, however, the use of people from other backgrounds has tended to focus
on meeting skills shortages; while this is clearly important, it can mean that other
potentially important sources of new teachers are not being tapped. The major exception to
this is in vocational education where experience in another profession is often a prerequisite
and there are mechanisms for people to commence teaching without necessarily having first
completed teaching qualifications. In most countries, the current incentive structure does
not encourage mobility between education and other sectors of activity. In particular, the
recognition of the qualifications, seniority and skills acquired in sectors other than
education is limited (see Table 3.4), which reduces the extent to which new skills are
brought into teaching to help meet the changing demands on schools.

In most countries there also seems to be little scope for movement in the other direction
— there are few opportunities for teachers to spend time working outside of education as a
structured part of their career development (an exception in Japan is described in Box 5.6).
Part of the explanation lies in the benefits provided by career-based public service systems,
and regulations which restrict recognition of external job experience for salaries and
pension benefits. Greater portability of pension benefits among the public and private
sectors would assist considerably in this regard. In addition, teaching qualifications that are
structured to signal employability to other employers would give scope for a greater
movement from education to other sectors, more easily adapting the system to periods of
excess supply of teachers and permitting exchanges with other economic sectors with
potential benefits for education.

Box 5.6. The Social Experience Training Programme for Teachers in Japan

In Japan, teachers are provided the opportunity to work outside schools for limited periods
of time through the Social Experience Training Programme promoted by local education
authorities (prefectures) with support from the Ministry of Education. The broad objective is that
teachers improve their skills (e.g. interpersonal, social, entrepreneurial), broaden their views and
understand what society expects from schools. It is expected that the impact of teachers’
experiences is reflected in school activities through improvements in their teaching and in the
communication with students, parents and the community.

A wide range of possibilities exists. Teachers can work in private companies (e.g. hotel,
department store), social welfare facilities (e.g. nursing home, facility for people with special
needs), institutions of public interest (e.g. civic centre, museum, library) or in the administration
(e.g. local government office). The nature and structure of the programmes depends on each local
education authority. Typically, two types of programmes exist: (i) short programmes which last
less than a month and are generally part of the induction process for beginning teachers; and (ii)
longer programmes with a duration ranging from one month to one year, and targeted at more
experienced teachers.

The number of participants in the long type of programmes is rapidly increasing and reached
1353 teachers in 2002 (907 in private companies, 240 in social welfare facilities, 71 in
institutions of public interest and 135 in other types of placements). During the training period,
participants are paid by the local education authority. Often participants are asked to report on the
training in teacher workshops and disseminate their experience at the school. The experience has
received positive appraisal by educational authorities and growing interest among teachers.
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Mobility between countries

There are indications that the mobility of teachers between countries is growing.
Regional organisations such as the European Commission support a variety of teacher
exchange schemes and provide other opportunities for teachers from different countries to
work together. A number of countries are also involved in bilateral teacher exchange and
networking arrangements. There are also indications of countries actively recruiting
teachers from abroad to help meet general teacher shortages or to provide language
teaching to children from immigrant groups. For example, among the German-speaking
countries there is evidence of teachers from Austria and Germany working in Switzerland,
where salaries are generally higher and there have been more job vacancies.

At the present time the United Kingdom is perhaps the most active in recruiting
teachers from overseas. There are about 100 private agencies involved in supplying
teachers to local authorities and schools, and the larger ones tend to have recruitment
offices in Australia, New Zealand, South Africa and Canada. It was estimated that about
10 000 overseas teachers were recruited to teach in the United Kingdom in 2000 (Barlin
and Hallgarten, 2002); this amounts to a large proportion of new teachers — in the same year
around 16 000 graduates of United Kingdom teacher education courses started teaching.
The overseas recruits are generally located in the areas with the most severe staffing
shortages, especially in London. While generally seen as a useful short-term measure, there
have also been concerns about how well prepared the often inexperienced overseas teachers
are for teaching in the United Kingdom, especially in disadvantaged areas, and the limited
support that many receive.

New Zealand is another country that is active in overseas teacher recruitment. The
incentives offered include relocation grants, waivers of immigration requirements,
recognition of overseas teaching experience for salary purposes (correspondingly, New
Zealand teachers who have taught overseas are entitled to full service credit when
appointed to any New Zealand school), and reductions in the regular teaching load for their
first year.

Concerns are being raised about the impact of recruiting teachers from developing
countries that have a shortage of educated workers (Barlin and Hallgarten, 2002). In
response to concerns that such recruitment can impose large costs on low-income countries
and make it more difficult to achieve the objectives of Education for All, Commonwealth
Ministers of Education have agreed on a set of protocols designed to mitigate any harmful
impact of teacher recruitment between countries (Commonwealth Secretariat, 2004).

5.7. Priorities for Future Policy Development

Most teachers are employed in the public sector, but there are some significant
differences in the models of public employment that structure their work, as well as the
pressures for change. The predominant model in teaching has probably been the “career-
based” public service in which entry is highly competitive, career development is
extensively regulated, and lifetime employment is largely guaranteed. In such systems,
career advancement is heavily dependent on adhering to organisational norms, which helps
to ensure uniformity and predictability of service provision and a strong group ethos. On
the other hand, such systems often lack flexibility and the capacity or even incentives to
tailor services to meet diverse needs in different settings. New opportunities in the wider
job market have made steady progression in a relatively regulated working environment
less attractive to young people. “Position-based” public service systems offer more
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flexibility and responsiveness, but also have risks: potentially high staff turnover and a staff
focus on positions rather than careers can increase recruitment and management costs, and
make it harder to develop shared values and provide consistent service. Both models are
also under pressure from the general push to decrease public-sector spending, which has
meant that employment reforms have often coincided with budget cuts.

In response to the pressures for change, career-based systems with centralised staff
recruitment and career development are introducing more contract or temporary
employment positions, opening up possibilities for external recruitment, providing local
managers with more scope for personnel decisions and instituting management by
objectives. Position-based systems with more decentralised approaches to staff appointment
and training are placing greater emphasis on system-wide criteria for staff selection,
performance evaluation, and building career pathways.

The general experience of public sector reform is that it is not easy to graft features
from a markedly different system onto a well-established employment model. Those in
career-based systems who have met demanding entrance criteria and accepted relatively
low starting salaries can feel threatened by a less predictable future in which more positions
are opened up to internal and external competition. In position-based systems people often
have a professional status and autonomy derived from their specialist skills, and may feel
threatened by moves to institute system-wide standards. There can also be resistance to
attempts to introduce more career-like structures if they are perceived to weaken the
integrity of the competitive principle. Such tensions and uncertainties are clearly evident in
regard to teachers’ employment, and underscore the need for consultation and careful trial
testing before major changes are implemented.

The policy suggestions in this section are drawn from the Country Background Reports,
the country review visits, and other research. They do not necessarily apply to all of the
participating countries because of their different circumstances and traditions of public
service employment. However, some common themes are evident in the country reforms
now underway, namely that students will be best served by the principles of open
competition for teaching posts, and selection and career advancement based on
demonstrated merit.

Using more flexible terms of employment

Teachers are generally employed as public servants, and in a number of countries this is
associated with tenured employment once permanency is obtained. Under these
circumstances there may not be sufficient incentives for all teachers to continuously review
their skills and improve their practice, especially where there are only limited mechanisms
for teacher evaluation and accountability. Tenured employment can also make it difficult to
adjust teacher numbers when enrolments decline or curricula change, and may mean that
the burden of adjustment falls on those who lack tenure, commonly teachers early in their
career.

It may be worth considering a requirement that teachers renew their teacher certificates
after a period of time, such as every five to seven years. The basis for renewal could be as
simple as an attestation that the teacher is continuing to meet standards of performance that
are agreed throughout the teaching profession. Such a change would require careful
attention to ensuring an open, fair and transparent system of teacher evaluation involving
teaching peers, school leaders and external experts who are properly trained and resourced
for these tasks — and who are themselves evaluated on a regular basis. Underpinning this
proposal is the view that the interests of students will be better served where teachers
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achieve employment security by continuing to do a good job, rather than by regulation that
effectively guarantees their employment. Periodic review also provides the opportunity to
recognise and acknowledge quality teaching.

The introduction of more flexible forms of teacher employment would be a major
change in many countries, and would require extensive consultation with teachers and
teacher unions to ensure that the benefits are clearly understood and to avoid introducing
approaches that may otherwise be unworkable. It also obliges employers to ensure that
teachers have opportunities to improve their practice, thereby improving their capacity to
secure the positions they want while responding to the changing needs of schools. Another
important component is fair but speedy mechanisms to address ineffective teaching.
Teachers in this situation should have the opportunity and support to improve but, if this
does not eventuate, it should be possible to move these teachers either into other roles or
out of the school system.

Providing schools with more responsibility for teacher personnel management

Successful enterprises often say that personnel selection is the most important set of
decisions that they make. In the case of teaching, the evidence suggests that all too often the
selection process follows rules about qualifications and seniority that bear little relationship
to the qualities needed to be an effective teacher. The sheer size of school systems in many
countries means that the process of teacher selection is often highly impersonal, and it is
hard for teachers to build a sense of commitment to the schools where they are appointed —
or for the schools to build a sense of commitment to them.

The school is emerging as the key agency within the education system for improving
student learning, which implies that schools need to have more responsibility — and
accountability — for teacher selection, working conditions, and development. School leaders
will actively seek out and develop the best possible teachers where schools are judged on
the quality of their learning outcomes. A more direct interaction through personal
interviews and visits to schools by candidates is likely to improve the match between
applicants and school needs. However, having schools play a greater role in teacher
selection involves some complexity; there is the potential of an inequitable distribution of
teachers, and the possibility of favouritism in teacher selection by schools. Such approaches
seem to work best where parallel steps are taken to ensure that efficiency and equity are not
jeopardised, for example by developing school leaders’ skills in personnel management,
providing disadvantaged schools with greater resources with which to recruit effective
teachers, improving information availability in the teacher labour market, and monitoring
the outcomes of a more decentralised approach and adjusting accordingly. Successful
decentralisation of personnel management, and school decision-making more generally,
requires that central and regional authorities play a strong role in ensuring an adequate and
equitable distribution of teacher resources throughout the country. It is also important to
have independent appeals procedures to ensure fairness and protect teachers’ rights.

Broadening the criteria for teacher selection

The selection criteria for new teachers need to be broadened to ensure that the
applicants with the greatest potential are identified. Broader selection processes typically
include interviews, preparation of lesson plans, and demonstration of teaching skills. In
order to address the concern that a seniority-based system results in beginning teachers
being assigned to the more difficult and unpopular schools, with potentially adverse
consequences for student learning and their own career development, the weight accorded
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to seniority in determining which candidates are appointed to teaching vacancies has been
reduced by some systems. Greater weight is given to characteristics which are harder to
measure — enthusiasm, commitment and sensitivity to student needs — but which may be
more directly related to the quality of teaching and learning than the traditional emphases
on qualifications and years of experience.

For countries that rely on competitive examinations to select among large numbers of
applicants for a teaching career, it is important that the selection process is based on clear,
transparent and widely accepted standards of what beginning teachers need to know and be
able to do to be effective practitioners. Such systems also need to provide appropriate
avenues into teaching for mid-career entrants.

Making a probationary period mandatory

There is considerable evidence that some beginning teachers, no matter how well
prepared and supported, struggle to perform well on the job or find that it does not meet
their expectations. A formal probationary process can provide an opportunity for both new
teachers and their employers to assess whether teaching is the right career for them. The
satisfactory completion of a probationary period of one to two years teaching should be
mandatory before full certification or a permanent teaching post is awarded. As was noted
in Chapter 4, beginning teachers should be given every opportunity to work in a stable and
well-supported school environment, and the decision about certification should be taken by
a panel which is well trained and resourced for assessing new teachers. The successful
completion of probation should be acknowledged as a major step in the teaching career.

Meeting short-term staffing needs

Schools often require teachers on a short-term basis to cover teachers who are absent
due to illness or professional development, or who are working on special projects to assist
the school. Without readily available replacement teachers and the budget flexibility to
employ them, the workloads of other teachers increase and schools are often limited in the
initiatives they can implement. Some countries are reporting success with the establishment
of local/regional replacement pools, which can promptly respond to schools’ short-term
teacher needs. Such pools offer the potential to provide quick responses to imbalances
between demand and supply, and relieve teachers of extra work to cover for absent
colleagues. They also offer an opportunity for ongoing employment by beginning teachers
who may be facing difficulties in obtaining regular teaching positions. A replacement pool
of teachers is also potentially a good means to monitor local and regional labour markets
and a way for municipalities/regions to co-operate in regard to teacher recruitment.

Encouraging greater teacher mobility

The limited mobility of teachers between schools, and between teaching and other
occupations, restricts the spread of new ideas and approaches, and results in teachers having
few opportunities for diverse career experiences. It can also mean an inequitable
distribution of teachers where teachers do not move from the most favoured schools. In
some cases the lack of mobility means that teacher shortages in some regions of the country
are paralleled by oversupply in others. Providing incentives for greater mobility and
removing barriers are important policy responses. In countries with different educational
jurisdictions (such as federal systems) the mutual recognition of teaching qualifications is a
fundamental step in that direction, as is ensuring the portability of entitlements to leave and
retirement benefits. The recognition of skills and experience gained outside education is
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also an important means of encouraging greater career mobility among teachers, as is the
provision of flexible re-entry pathways to the profession.

It is likely that the teacher labour market will become increasingly internationalised in
future years. Teachers, like other well-educated workers, are becoming more internationally
mobile as transportation costs fall, national qualifications have greater international
recognition, and there are country imbalances in teacher supply and demand. This has the
potential to provide many benefits for the individual teachers concerned, as well as for the
school systems in the receiving and sending countries. However, the growing
internationalisation of the teacher labour market implies that countries will face a more
complex policy environment with a wider range of potential sources of teacher supply, the
need to address concerns about possible adverse effects on domestic as well as other
countries’ teacher workforces and possible pressures for greater coherence in teacher
qualification and quality assurance systems.

Improving information flows and the monitoring of the teacher labour market

The efficiency of the teacher labour market is affected by information gaps. Given the
large number of teachers and applicants involved in most school systems, it is often
difficult and costly for employers to use extensive information in making selection
decisions. Correspondingly, it can be difficult for candidates for teaching positions to have
precise information on the schools to which they apply, or even about broad trends in the
labour market and the available vacancies. Such information gaps and limitations imply that
many application and selection decisions are sub-optimal.

The development of transparent and prompt systems to close the information gaps
between teachers and schools is essential for an effective functioning of the teacher labour
market, especially where schools are more directly involved in teacher recruitment and
selection. Possible strategies are requiring all teaching vacancies to be posted, creating
websites where the information is centralised or establishing a network of agencies to co-
ordinate and foster recruitment activities. Since imbalances in the teacher labour market can
take a long time to be rectified, tools for monitoring and projecting teacher demand and
supply under different scenarios should be a particular priority.
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Chapter 6

RETAINING EFFECTIVE TEACHERS IN SCHOOLS

Summary

Teacher policy needs to ensure that teachers work in an environment which facilitates
success and that effective teachers wish to continue in teaching. This chapter reviews the
trends that are raising concerns about retaining effective teachers in schools. It examines
the policy tools that are potentially available to maintain effective teachers in schools,
reviews the evidence on the main causal factors involved and develops policy options for
countries to consider.

There is concern in a number of countries that the rates at which teachers are leaving their
positions are compounding school staffing problems and leading to a loss of teaching
expertise. However, countries also observe that a certain level of teacher attrition is
inevitable and that a low rate of attrition does not necessarily indicate that all is well with
teaching and the schools. Whether a given level of teacher attrition is a positive or a
negative indicator will be influenced by which teachers are leaving and which ones are
staying, and the factors that lie behind their decisions.

Although attractive salaries are clearly important in improving teaching’s appeal, the
analysis suggests that policy needs to address more than pay. Teachers place a lot of
emphasis on the quality of their relations with students and colleagues, on feeling supported
by school leaders, on good working conditions, and on opportunities to develop their skills.

There needs to be a stronger emphasis on teacher evaluation for improvement purposes
which, while designed mainly to enhance classroom practice, would provide opportunities
for teachers’ work to be recognised and celebrated and help both teachers and schools to
identify professional development priorities. It can also provide a basis for rewarding
teachers for exemplary performance.

The analysis also reveals that the teaching career can benefit from greater diversification,
which would help meet school needs and also provide more opportunities and recognition
for teachers. Greater emphasis on school leadership would help address the need for
teachers to feel valued and supported in their work. In addition, well-trained professional
and administrative staff can help reduce the burden on teachers, better facilities for staff
preparation and planning would help build collegiality, and more flexible working
conditions, especially for more experienced teachers, would prevent career-burnout and
retain important skills in schools.
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Policies to attract, develop and recruit teachers need to be complemented by strategies
ensuring that teachers work in an environment which facilitates success, and that effective
teachers wish to continue in teaching. If school systems are to ensure a quality teaching
workforce, not only will they need to attract able people to the teaching profession they will
also need to retain and further develop the teachers currently employed in schools.

There is a close connection between the issues of retaining existing teachers in the
profession and attracting new teachers. Because the teaching workforce is so large, even
quite small changes in the attrition rate can have major consequences for the demand for
new teachers. The issues of teacher retention and teacher recruitment are also linked in that
the factors which make a profession attractive to new entrants are also likely to encourage
people to stay. Competitive salaries, good working conditions, job satisfaction and
opportunities for development will increase the appeal of teaching for new entrants and
existing staff alike.

This chapter reviews the trends and developments that are raising concerns about
retaining effective teachers in schools. It then examines the policy tools that are potentially
available to maintain effective teachers in schools, reviews the evidence on the main causal
factors involved, and discusses those that are most open to policy influence. The chapter
includes descriptions of policy initiatives in participating countries, and develops policy
options for countries to consider. In terms of the teacher labour market model outlined in
Section 2.5, the chapter focuses on those who are currently in the teaching profession.

6.1. Concerns about Retaining Effective Teachers in Schools

There is concern in a number of countries that rising teacher attrition and turnover rates*
are compounding school staffing problems and leading to a loss of teaching expertise.?
However, countries also observe that a certain level of teacher attrition is inevitable. As the
background report prepared for Australia notes: “in an increasingly global employment
market and where career mobility becomes part of the normal discourse of the labour
market, should, or can, teaching be regarded as typically a lifetime career?”

Correspondingly, a low rate of teacher attrition does not necessarily indicate that all is
well with teaching and the schools. If few people are leaving teaching it may indicate that
new ideas and energy are not coming into the profession. Whether a given level of teacher
attrition is a positive or a negative indicator will be influenced by which teachers are
leaving and which ones are staying, and the factors that lie behind their decisions.

! As used in this report, “turnover” refers to those teachers who leave their current teaching position, including those who transfer
to different teaching jobs in other schools, while “attrition” refers to those teachers who leave the teaching profession altogether.
Attrition is a subset of turnover.

2 Unless otherwise indicated, references to country data and developments are taken from the background reports prepared by
countries participating in the OECD teacher policy project. To save space, the background reports are not individually cited.
Appendix 1 provides information on the background reports, their authors, and availability.
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Table 6.1A. Teacher attrition rate
Percentage of teachers who left the teaching profession, primary and secondary public schools, 2001

Below Between 3% and 6% Above 6%

3%

Italy Australia Ireland Belgium (FI.) England and Wales
Japan Canada (Qb.) Netherlands Israel United States
Korea  France, Germany Scotland Sweden

General note: This table was derived from data supplied by countries participating in the project. Data were requested in
areas that are not already available through the OECD’s Indicators of Education Systems (INES) project. Countries drew
on existing data sets to meet the request, and did not engage in any new data collections. Not all countries were able to
supply data in the form requested. The table should be interpreted as providing broad indications only, and not strict
comparability across countries.

Definition: (for the purpose of supplying data in this area, countries were requested to follow this definition): The attrition
rate is defined as the annual rate at which public school teachers leave the teaching profession altogether. It includes:
teachers who retire; teachers who leave the teaching profession for employment in other occupations; teachers who leave
the teaching profession for family or personal reasons; teachers who are dismissed; and teachers who leave to teach
overseas. It excludes those public school teachers who obtain a position in another public school, or in a private school, or
who go on leave from their position.

Specific notes: The reference year is 1998 for Israel, 1999 for Canada (Qb.) and 2000 for Scotland. Data for Belgium (FI.),
Germany and Sweden include both public and private institutions.

Table 6.1B. Teacher attrition rate, by school sector
Differences between primary and secondary public school teachers, 2001

Attrition greater in primary schools  Similar rates of attrition  Attrition greater in secondary schools

France Belgium (FI.) Australia Japan
Scotland England and Wales Canada (Qb.) Korea
United States, Israel Ireland, Italy Netherlands

General note: See Table 6.1A.

Definition: See Table 6.1A for definition of attrition rate. Attrition rates are considered similar if the difference between
them is less than one fifth of the value of the lowest of the two.

Specific notes: See Table 6.1A.

Table 6.1C. Teacher attrition rate, by gender
Differences between male and female public school teachers, 2001

Attrition greater for males Similar rates of attrition Attrition greater for females
Germany Korea Netherlands Belgium (FI.)
Japan Israel Sweden England and Wales

United States Scotland

General note: See Table 6.1A.
Definition: See Table 6.1A for definition of attrition rate.
Specific note: See Table 6.1A.

Table 6.1D. Teacher attrition rates, changes from 1995 to 2001

Decreased Little change Increased
Countries with 1995 Italy Canada (Qb.) France Korea
attrition rates below 5% Japan Germany Netherlands
Ireland
Countries with 1995 Scotland Sweden Israel
attrition rates above 5% England and Wales

United States

General note: See Table 6.1A.

Definition: See Table 6.1A for definition of attrition rate. Little change occurs in attrition rates between 1995 and 2001 if the
change is less than one fifth of the 1995 value.

Specific notes: See Table 6.1A. The 1995 reference year is 1996 for Ireland and Scotland, 1997 for Italy and 1998 for Korea.
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Figure 6.1A. Proportion of public school teacher leavers and movers, by selected school and
teacher characteristics, United States, for various school years
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Definitions: Movers are teachers who were still teaching in the current school year but had moved to a different school after
the previous school year. Leavers are teachers who left the teaching profession after the previous school year.

Source: Luekens et al. (2004).

Figure 6.1B. Proportion of public school teacher leavers and movers, by selected school and
teacher characteristics, United States, 1999/2000 to 2000/01
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Definitions: Movers are teachers who were still teaching in the current school year but had moved to a different school after
the previous school year. Leavers are teachers who left the teaching profession after the previous school year.

Source: Luekens et al. (2004).
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Attrition and turnover rates are rising in some countries

There are wide variations among participating countries in the proportion of teachers in
public schools who leave the teaching profession each year. As Table 6.1A shows, there is
a small group of countries (Italy, Japan and Korea) in which the 2001 attrition rate was less
than 3%. In five of the countries with broadly comparable data, however, the 2001 attrition
rate was at least 6% (Flemish Community in Belgium, England and Wales, Israel, Sweden
and the United States). Between 1995 and 2001, though, the attrition rate declined in only
two countries (Italy and Scotland) from the group of 13 countries with broadly comparable
data (Table 6.1D). In five of the countries there had been little change between 1995 and
2001, but in three (England and Wales, Sweden and the United States) attrition rates were
already relatively high (above 5%). In six of the countries the attrition rates for public
school teachers increased between 1995 and 2001, and in one of these countries (Israel) the
1995 rates were already relatively high.

National survey data provide more detailed information on rising teacher attrition and
turnover rates in England and the United States. Figure 6.1A indicates that teacher attrition
(“leavers”) in the United States increased from 5.1% in the early 1990s to 7.4% in the late
1990s. Similarly, Figure 6.2 shows that between 1999/2000 and 2001/02 teacher attrition
rates in England rose from about 8% to 10%, and that turnover (which includes attrition)
increased from about 15% to 19%.

Figure 6.2. Teacher turnover and attrition rates, England, all schools for full-time service in the
maintained school sector, 2000/01
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Definitions: Attrition is defined as all teachers in full-time service in the English maintained schools sector on March 31, 2000
who were not in full-time service anywhere in the English maintained schools sector on March 31, 2001. This includes
teachers leaving to part-time service. Turnover is defined as all teachers in full-time service in the English maintained schools
sector on March 31, 2000 who were not in full-time service in the same establishment on March 31, 2001. Turnover therefore
includes attrition, transfers to other establishments within the maintained schools sector and teachers leaving to part-time
service. Not all employers record all movements between schools so rates are underestimated.

Source: Department for Education and Skills (2004).
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Since age-related retirements are included in the definition of teacher attrition, it could
reasonably be expected that attrition would be rising as teacher workforces are generally
ageing and more teachers are reaching retirement age. However, as Table 6.2B shows, the
proportion of all public school teachers who leave the teaching profession for retirement
reasons actually fell between 1995 and 2001 in two-thirds of the countries with broadly
comparable data. This suggests that reasons other than retirement are becoming more
significant in accounting for the broad overall trend towards higher attrition among public
school teachers. Table 6.2A indicates that relatively high proportions of teachers leave
teaching for reasons other than retirement in countries such as Australia, England and
Scotland, Sweden and the United States. By contrast, retirement accounts for the majority
of those leaving the profession in Canada (Quebec), France, Italy and Japan. As was noted
in Chapter 5, in the latter group of countries teaching is generally part of a “career-based”
public service in which long tenure is the norm.

It is also important to assess whether a significant number of teachers retire before the
regular retirement age. Table 6.3 indicates that this is the case in some countries. In
Australia, Germany and the Netherlands, where 65 is the retirement age to obtain full
benefits, the average age of teacher retirement is 58, 59 and 61 years, respectively. Other
countries in similar circumstances are Canada (Quebec), Israel, and Korea.

Table 6.2A. Proportion of teachers retiring among those leaving the profession
Primary public schools, 2001

Below 30% Between 30% and 60% Above 60%
Australia Ireland Canada (Qb.)
England France
Scotland Italy

Sweden Japan

United States

General note: This table was derived from data supplied by countries participating in the project. Data were requested in
areas that are not already available through the OECD’s Indicators of Education Systems (INES) project. Countries drew on
existing data sets to meet the request, and did not engage in any new data collections. Not all countries were able to supply
data in the form requested. The table should be interpreted as providing broad indications only, and not strict comparability
across countries.

Definition: Leaving the teaching profession is defined as covering the same categories as the attrition rate in Table 6.1A.

Specific notes: The reference year is 1999 for Canada (Qb.) and 2000 for Scotland. Data for Sweden include both public and
private institutions. Data for England include both primary and secondary education and data for Sweden include both
primary and lower secondary education.

Table 6.2B. Proportion of teachers retiring among those leaving the profession
Changes from 1995 to 2001

Decreased Little change Increased
Countries with a England Sweden (upper sec. ed.) United States
1995 proportion Sweden (primary and lower (secondary ed.)
below 50% secondary ed.)

United States (primary ed.)
Countries with a Canada (Qb.) France
1995 proportion Ireland Japan
above 50% Italy

Scotland

General note: See Table 6.2A.

Definition: See Table 6.2A. Little change occurs in proportion of teachers retiring among those leaving the profession
between 1995 and 2001 if the change is less than one tenth of the 1995 value.

Specific notes: See Table 6.2A. The 1995 reference year is 1996 for Ireland, 1997 for Italy, and 1996 for Scotland.
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Table 6.3. Retirement age of teachers, public schools, 2002

Early retirement: minimum age at which Can teachers work in

Actual average

Retirement age to obtain full benefits teachers can retire and obtain some . public schools beyond the
X age of retirement X
benefits retirement age?
Australia 65 55 58 yes
Belgium (FI.) 60 58 m yes
Belgium (Fr.) 60 55 m m
Canada (Quebec) 60 55 56 yes
Chile M: 65; F: 60 a m yes
Denmark 65 60 m yes, until 70
Finland 60 - 65 58 m yes
France 60 (with a m'””.““”.“ of 40 years of Minimum of 15 years of service P: 56; S: 61 yes, until 65
contributions)
Germany 65 a 59 m
1 . ;
Greece 65 (with 35 years of experience) or 60 (with 30 years of experience) 60 no
37 years of experience
Hungary M: 62; F: 58 M: 50; F: 45 (M: 59; F: 56)Z yes
Israel . . 40 with at least 10 years of service yes, up to 30% of
M: 65; - 60 (with 35 years of experience) working at least 1/3 of workload 54 workload
lzhy 60 (with 40 years of contributions) B i Gl 7 2D el 61 ves
contributions)

Korea 62 minimum of 20 years of service (P: 47; S: 53)° no
Netherlands 65 61 61 yes
Norway 67 62 m yes, until 70
Slovak Republic M: 60; F: 53-57 (with @ minimum of 25

. m m yes

years of experience)

Spain 65 60 m no
Sweden 65 61 64 yes, until 67
United Kingdom 60 55 m yes

Notes:

1. Primary education only.

2. Secondary education only.

3. The low figures are due to recent early retirement policies which boosted retirements during the period covered by the data.
Symbols:

M: Males; F: Females.

P: Primary education; S: Secondary education.

m: Information not available.

a: Not applicable.

Source : Data supplied by countries participating in the project.

Teacher attrition rates are highest early in the career

Teacher attrition rates tend to be higher in the first few years of teaching, and to decline
the longer that teachers are in the profession, before they increase approaching the
retirement age. For example, as Figure 6.1B shows for the United States, about 9% of
teachers with one to three years experience left the profession in the transition between the
1999/2000 and 2000/01 school years, compared to 6% of teachers with 10-19 years
experience. The cumulative effect can be substantial. For example, a survey of temporary
teachers (most of whom are beginning teachers) undertaken in the Flemish Community of
Belgium revealed that 24% left teaching between 1995 and 1999. In the United States, 18%
of those who started teaching in 1994 had left by 1997 (U.S. Department of Education,
2001).

Some of those who leave teaching will eventually return to the job, but high attrition
rates suggest that large private and social costs have been incurred in preparing people for a
profession which they found did not meet their expectations, or was insufficiently
rewarding, or which they found difficult, or some combination of all three factors. Since
beginning teachers tend to leave the profession at a higher rate, this can mean that the
schools lose many teachers before they gain the experience necessary to become effective.
The schools and systems concerned have to incur the costs of training, recruiting and
inducting large numbers of new teachers. The students in the schools are faced with a high
turnover of teachers and possibly some loss of programme continuity. To the extent that
teacher attrition rates are higher in disadvantaged locations, this suggests that educational
problems become compounded and inequalities between schools increase.
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Although attrition rates are generally highest early in the career, in some countries
reasonably large numbers of more experienced teachers leave before retirement. For
example, in a sample of Australian teachers across all age ranges, 33% intended to leave
teaching within the next three years, of whom only 7% were intending to retire (Dempster
etal., 2000). The other 26% (a quarter of the workforce) intended either to seek
employment outside teaching or to leave employment altogether (e.g. for family reasons or
travel). There were large numbers of teachers in the 30-50 age range who indicated such
intentions, which suggests a potentially large loss of experienced teachers from the
profession.

Attrition rates are higher for some types of teachers than others

Research indicates that leaving the profession for reasons other than retirement is more
common for some types of teachers than others. The higher attrition rates among beginning
teachers have already been noted. There is also some evidence that attrition rates are higher
for secondary teachers than for primary teachers. The data collected as part of this study
supports this broad conclusion. As Table 6.1B shows, secondary teacher attrition rates were
higher in 7 of the 13 countries with broadly comparable data, primary teacher attrition rates
were higher in 2 of the countries, while in 4 others the rates were similar between the two
sectors. The general reason advanced for higher attrition rates among secondary teachers is
that their skills and qualifications tend to provide more opportunities in other occupations
relative to primary teachers.

The research also suggests that attrition rates tend to be higher among male than female
teachers. For example, Dolton et al. (2003) showed that in the United Kingdom at least,
male teachers were much more likely to leave in response to improved employment
conditions and salaries outside teaching than were female teachers. However, the data
collected for this activity shows a much more mixed picture in terms of the relationship
between gender and attrition (see Table 6.1C), and no clear pattern is evident. Interpretation
of the gender patterns needs to pay attention to differences in the distribution of males and
females between primary and secondary schools, and among different age groups.

A disturbing aspect of differential attrition rates among teachers is the research which
indicates higher attrition rates among teachers with relatively strong academic backgrounds
and higher qualifications. In the United States, Murnane and Olsen (1990) have
demonstrated that teachers who are paid more stay longer in teaching, and that teachers
with higher “opportunity costs”, as measured by their academic record, test scores, or
subject specialisation, are more likely to leave teaching than other teachers. More recently
in the USA, Stinebrickner (2001) showed that teachers with higher academic ability spend
less time working as teachers. Dolton and van der Klaauw (1999) reached similar
conclusions in the United Kingdom. Murnane et al. (1988), studying a sample of North
Carolina teachers, showed that chemistry and physics teachers tended to leave teaching
sooner than did secondary school teachers with other subject specialities. In addition, they
were less likely to return to teaching once they had left the system. Figure 6.1B further
indicates that, for the United States, attrition rates in the late 1990s were highest for
teachers whose main field was mathematics. Such findings raise concerns about the
capacity of schools to retain teachers whose skills are in demand elsewhere.

It is important to note, however, that not all of those who resign from teaching do so to
obtain paid employment. In the Australian sample cited earlier, about half of those who
intended to leave for reasons other than retirement planned to be at home with children or
to travel. In the United States, Stinebrickner (1999a) found that about 60% of all exiting
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teachers leave the workforce altogether, mostly for family reasons. This finding is
significant because a large proportion of starting teachers are both young and female, and it
suggests that a comprehensive teacher policy framework will include means to assist
teachers with families by providing opportunities to continue teaching (e.g. through child-
care support and part-time work) and to return to teaching later on. As was noted in
Chapter 3, the Equal Opportunities Commission in the United Kingdom has expressed
concern that many women who leave teaching for family reasons do not return because of
the lack of suitable part-time positions, job-sharing, or other “family-friendly” employment
policies.

Teacher attrition is higher in disadvantaged areas

The evidence suggests that attrition and turnover rates are not uniform across schools,
but tend to be higher in schools located in areas that are disadvantaged to some extent. For
example, Figure 6.2 shows that in England teacher turnover rates are substantially higher in
inner London (21% in 2000/01) than in the north of the country (14%). Inner London has
high living costs and a highly diverse student population. Similar geographic variations in
teacher turnover have been reported in the Netherlands, with vacancies harder to fill in the
large cities. Figure 6.1B provides an indication that, in the United States, attrition and
turnover rates are higher in schools where the enrolment of minorities is greater. As noted
earlier, the differential patterns of teacher turnover and attrition are likely to exacerbate
inequalities among schools.

6.2. Factors in Retaining Effective Teachers in Schools

6.2.1. Sources of job satisfaction and dissatisfaction

Studies of the features that bring job satisfaction to teachers confirm the importance of
the intrinsic benefits of the job. However, compared to those starting in teaching as a career
(see Chapter 3), experienced teachers put greater weight on their personal circumstances,
and identify factors that hinder job satisfaction such as a lack of recognition, inadequate
working conditions, and few career prospects.

For example, Figure 6.3A uses a survey of secondary teachers in the French
Community of Belgium to contrast their views on the “main reason for becoming a teacher”
with the “most important factor while on the job” for current job satisfaction. Intrinsic
aspects, namely “working with children” and “interest in subject matter”, are dominant
factors at both stages of the career, but considerably less so once the teacher is working
(e.g. about 22% of teachers cite “interest in pedagogy” as the main reason for becoming a
teacher while only 7% of the same group cite it as the most important factor while on the
job). Those factors more closely related to teachers’ personal circumstances become more
important once the teacher is on the job. This is the case for “compatibility with private
life” (13% of teachers cite it as the most important factor while on the job, while 11% do so
as the main reason for becoming a teacher), “vacation time” (9% against 3%), “job
stability” (4% against 3%), and “schedule flexibility” (4% against 1%). Notably,
Figure 6.3A shows that the factors cited least as the “most important factor while on the
job™ are related to recognition and career opportunities. They include “social recognition”
(about 3%), “remuneration” (3%), “pension benefits” (1%) and “career possibilities” (1%).

The reasons that teachers give for leaving the profession (other than retirement) confirm
the pivotal role of working conditions. Figure 6.3B shows that, in England, strenuous
working conditions head the list of reasons surveyed teachers give for leaving: “workload
too heavy” (among the reasons to leave for 52% of primary teachers and 39% of secondary
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teachers), “government initiatives” (39% and 35%), “stress” (37% and 34%), and “poor
pupil behaviour” (34% in secondary schools). The survey also reveals that career-related
factors such as “attracted by another job”, “better career prospects”, “school salary too
low”, and “offered higher salary” are of lesser importance. A substantial number of teachers
indicate that feeling “undervalued” (22% in primary schools and 32% in secondary schools)
has contributed to the decision to leave teaching. Personal circumstances were cited as
important by around one-third of the teachers. An interesting pattern which emerges is that
secondary teachers give greater weight to career-related factors (e.g. “attracted by another
job”, “better career prospects”, “salary too low”, “offered higher salary”) than do primary
teachers, while the latter tend to give greater emphasis to working conditions (e.g.
“workload too heavy”, “government initiatives”, “stress”).

Similar results are reported in the Background Report from Switzerland. A survey
conducted by the Swiss teachers’ nationwide union organisation (ECH/LCH) indicates that
the major factors causing dissatisfaction are the erosion of teachers’ public image; the
frequent educational reforms; the excessive administrative burden on the teachers; salary
levels; class sizes; unsatisfactory support from the supervisory bodies; and the limited
involvement of teachers in school decision-making.

The Background Report from the Flemish Community of Belgium also notes teachers’
concerns about the effects of consecutive educational reforms: “According to a number of
respondents, some teachers are leaving teaching because they are tired of changes. There
have been enormous changes in the last ten years, but according to the respondents, these
were on such a large scale that the schools and teachers did not have the opportunity to
implement the innovations. This means that many teachers lack job satisfaction because
they can no longer prepare for changes. They constantly have to switch from one change to
the next.”

Figure 6.3A. Main reason for becoming a teacher and main source of current job satisfaction,
secondary teachers in the private Catholic grant-aided sector, French Community of Belgium,
1999

% [ Main reason for becoming a teacher 1 Most important factor while on the job

Note: Figures are based on a survey of 3 600 secondary teachers from the private Catholic grant-aided sector in the French
Community of Belgium.

Source: Maroy (2002).
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Figure 6.3B. Reasons given by teachers for leaving the profession, England, Summer 2002

% [ Primary education [ Secondary education
60

50 [
40
30

20

Note: Based on a survey of teachers leaving schools in England during the calendar year 2002 (sample size of 480 teachers for
primary education and 530 teachers for secondary education). Retirement or maternity are not considered. Respondents could
indicate more than one reason and so figures add up to more than 100%.

Source: Smithers and Robinson (2003).

Figure 6.3C distinguishes among the reasons given by new teachers (one to three years
experience) and other teachers for leaving the profession in the United States. Career-
related factors such as “to pursue another career”, “better salary or benefits” and further
study are rated as the top reasons for leaving (excluding retirement) for both groups of
teachers, and generally have a greater weight than in the Belgian and English surveys.
Personal circumstances (such as “pregnancy or child rearing”) emerge as the second most
important group, while reasons related to working conditions (such as “dissatisfied with job
responsibilities” and “did not agree with new reform measures”) are of lesser importance
for the United States survey group, although still significant, especially for beginning
teachers.

Figure 6.3C. Percentage of public school teacher leavers who rated various reasons as very
important or extremely important in their decision to leave the teaching profession,
United States, 2000/01

% [ All teachers [ Teachers with 1 to 3 years of experience
40
35
30
25
20
15 |
10
5 -
| | | | | | | | | |
Retirement  To pursue Better salary Pregnancy/ To take Dissatisfied Dissatisfied ~ Changed Health Did not feel School
another or benefits  child rearing coursesto  with job  with changes residence prepared to  received
career improve career description in job implement little support
opportunities or description or did not from the
within or responsibilities or agree with  community
outside field responsibilities new reform
of education measures

Source: Luekens et al. (2004).
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6.2.2. Salaries and job prospects

There is substantial evidence that teachers’ relative earnings are an important influence
on career decisions — whether to join the profession and whether to stay. In general, the
stronger are employment prospects outside teaching, the fewer qualified people who will
stay long-term in teaching. In particular, those people with skills that are likely to command
the best job prospects elsewhere are less likely to remain in teaching for very long. As was
documented in Section 3.3.2, in 14 of the 19 countries with relevant data, the salary of a
teacher with 15 years experience grew more slowly than GDP per capita between 1994 and
2002. Although this is a limited indicator, it does suggest that in many countries teachers’
relative earning position has declined in recent years.

Research commissioned for this project indicated that teacher resignation rates are
likely to rise when teachers’ relative earnings fall — especially for male teachers and those
with higher levels of qualifications (Dolton et al., 2003). Dolton and van der Klaauw (1999)
provide evidence on the importance of teacher salaries and relative forgone earnings in
decisions about leaving teaching. Higher salaries elsewhere increase the tendency among
teachers to switch careers. However, the likelihood of leaving teaching for family reasons
or to leave work altogether tended to be more affected by teacher salary levels themselves,
rather than teachers’ salaries relative to other salaries. In the case of the United States,
Stinebrickner (1999b) concludes that relative salaries are a more important influence on
whether to leave teaching than working conditions as indicated by the student-teacher ratio.

The typical structure of teachers’ salary scales suggests that it is unlikely that individual
teachers are able to rapidly improve their earnings position. As Figure 6.4 shows, in 70% of
the countries it takes at least 20 years for lower secondary teachers to move from the
bottom to the top of the statutory salary scale (the country average is 24 years). On average,
the top salary point is about 70% greater than the starting salary (although, as Figure 6.5
shows, this ratio varies widely from 13% in Denmark to 178% in Korea). This implies that
each additional year of teaching leads to a pay rise of about 3%, on average. It is worth
noting that while generally longer salary scales result in teachers earning proportionately
more when they eventually reach the top, this is not always the case. For example, while in
Hungary and Spain the salary scales are very long (almost 40 years) the teachers who reach
that point do not earn substantially more than those at the bottom of the scale (Figure 6.5).
On the other hand, teachers in New Zealand and Scotland have the shortest salary scales (7
years), but the ratio of the top to the bottom salary is relatively high.

The distinction drawn in Chapter 5 between *“career-based” and “position-based”
models of public sector employment is reflected in the structure of teacher salary scales. As
Figure 6.6 shows, there is a group of countries where salaries start relatively low, but climb
steadily over a long scale, with the earnings peak occurring when people reach their fifties.
The other broad model is where starting salaries are relatively high, and climb rapidly, but
the salary scale is short and most classroom teachers find that their salaries plateau in their
30s. These two models are likely to be associated with different patterns of career entry and
attrition. The former may lack appeal to those who are unsure about whether they wish to
be a lifetime teacher. The latter may make it harder to retain a core of experienced teachers.

In recognition of the relationship between salary structure and attracting and retaining
teachers, there is evidence that some countries are moving away from uniform salary rises
for all teachers towards more targeted increases. For example, as described in Chapter 3,
between 1996 and 2001 salaries for beginning teachers rose much more rapidly than for
other teachers in countries such as Australia, Denmark, England and Norway.
Correspondingly, in some countries whose main concern has been retaining experienced
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teachers in schools, faster rises have been allocated to more experienced teachers (e.g.
Hungary).

As Table 6.4 shows, all countries use allowances of various sorts to increase the base
salary of at least some teachers. Three-quarters of the countries provide allowances for
management responsibilities in addition to teaching duties, a similar number provide extra
pay for teaching more classes or hours than required by a full-time contract, and about half
provide allowances for teaching students with special educational needs. In total, such
allowances can be substantial. For example, it has been estimated that for experienced
teachers in Hungary bonuses and allowances above base salary amount to 20-25% of total
compensation (Galasi and Varga, 2003). In Korea, the various sorts of allowances
constitute about 60% of total remuneration for most teachers. Only about one-third of the
countries, though, provide salary adjustments for teaching courses in a particular field or, as
described below, for outstanding teaching performance.

Figure 6.4. Years from starting to top salary, lower secondary education, 2002
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Note: Data refer to annual statutory salaries in public institutions. Year of reference for Chile is 2001.
Source: OECD (2004a).

Figure 6.5. Ratio of salary of teachers at the top of the scale and after 15 years of experience to
starting salary, lower secondary education, public institutions, 2002
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Note: Data refer to annual statutory salaries in public institutions.
Source: OECD (2004a).
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Figure 6.6. Structure of the statutory salary scale of teachers, selected countries, lower
secondary education, public institutions, 2002
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linear.

Source: Derived from OECD (2004a).

6.2.3. Recognition and reward

Teachers’ rewards generally comprise salaries, allowances, leave benefits and future
pension benefits. Few countries have introduced instruments such as signing bonuses,
provision of child care, time allowances, sabbatical periods, fee support for post-graduate
courses, or opportunities for ongoing professional development activities as ways of
recognising the work of teachers. In addition, the level of teachers’ compensation is
typically associated with qualifications, school sector and years of experience. Incentive
structures are often not closely related to the wide variety of tasks that schools are now
required to perform and are limited in the way they reward the accomplishment of teachers.
A survey in Finland revealed that 91% of teachers felt that the outcomes of their work did
not influence their salary levels. Three out of four teachers perceived that the amount of
work not recognised in the pay system has increased in recent years (Korhonen, 2000).
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There are few countries in which teachers’ rewards are related to reviewed performance
and evidence of ongoing professional development. As shown in Table 6.4, only 11 out of
29 countries provided an adjustment to the base salary for outstanding teaching
performance. The lack of financial recognition of teaching performance is likely to
contribute to teachers leaving the profession, especially for those with attractive job
prospects elsewhere. Nonetheless, in recent years countries have enlarged the criteria for
adjusting the base salary to account for special tasks such as career guidance or counselling
(two-thirds of countries offer related salary supplements); teaching in a disadvantaged,
remote or high-cost area (two-thirds of countries); or special activities such as summer
school or school clubs (half of the countries).

The issues surrounding developing a closer relationship between teacher performance
and reward are controversial in all countries.® There are three main models of performance-
based reward systems: “merit pay”, which generally involves providing individual teachers
with higher pay based on student performance on standardised tests, and classroom
observation; “knowledge- and skill-based” compensation, which generally involves higher
pay for extra qualifications or professional development, and demonstrated knowledge and
skills, which are believed to increase student performance; and “school-based
compensation”, which generally involves group-based financial rewards, typically based on
student performance for a grade level or whole school. Many of the earlier programmes
tended to focus on individual performance, in particular merit pay (Richardson, 1999), with
recent debates more likely to consider group-based reward programmes, or knowledge- and
skill-based rewards (Odden, 2000; Odden and Kelley, 2002).

Arguments in support of performance-based rewards typically include: it is fairer to
reward teachers who perform well rather than paying all equally; performance-based pay
motivates teachers and improves student performance; and a clearer connection between
spending on schools and student performance builds public support. The arguments
typically used to oppose performance-based pay include: fair and accurate evaluation is
difficult because performance cannot be determined objectively; co-operation among
teachers is reduced; teachers are not motivated by financial rewards; teaching becomes
narrowly focused on the criteria being used; and the costs of implementation are too high.

Research in this field is difficult and there are few reliable studies. The limited evidence
suggests that there are some benefits from group-based performance pay programmes, but
less so from individual performance pay programmes.

There is a wide consensus that previous attempts at introducing performance-based
reward programmes have been poorly designed and implemented (Mohrman et al. 1996;
Ramirez, 2001). Problems in developing fair and reliable indicators, and the training of
evaluators to fairly apply these indicators have undermined attempts to implement
programmes (Storey, 2000). One problem identified is poor goal clarity because of a large
number of criteria, which restricts teachers’ understanding of the programme and makes
implementation difficult (Richardson, 1999). Explanations of how, and on what criteria,
teachers are assessed may be difficult to articulate. When this occurs, it is almost
impossible to give constructive feedback and maintain teacher support for the programme
(Chamberlin et al., 2002).

® This section is based on a review prepared for the OECD project by Harvey-Beavis (2003).
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It has also been argued that previous financial bonuses have been comparatively small,
which undermines the motivational value of the programmes (Malen, 1999). When funding
is limited, quotas are established, only a few teachers benefit and administrators find it
difficult to explain why others missed out (Chamberlin et al., 2002). Other explanations for
difficulties in implementing performance-based reward programmes include: opposition
from teacher unions, particularly in relation to merit pay; opposition from teachers,
particularly related to concerns about unfair evaluation; and opposition from public school
management systems to what are perceived as market-based models. In the United States,
most attempts to implement merit pay for public school teachers have failed over the past
75 years, and most such schemes have either been dropped or heavily modified within five
years of introduction (Murnane, 1996).

The results from group and school-based performance incentive schemes have been
more promising. For example, Lavy (2002) studied the impact of a rewards programme
implemented in 1995 in 62 Israeli secondary schools. The programme offered a substantial
grant to the one-third of schools which achieved the highest value-added gains over time on
a range of performance measures (student graduation rates, drop-out rates, and scholastic
achievement). The measures were structured to encourage schools to direct more efforts
towards low-performing students. Three-quarters of the grant for each school was allocated
among teachers and all other school staff in proportion to their salaries; the other one-
quarter was used to improve general facilities, such as the teachers’ common rooms. The
schools’ performance incentives led to significant gains on all five student outcome
measures. The study also contrasted the effects of this programme with a programme that
provided another group of secondary schools with more resources in the form of extra
teachers and support for potential drop-outs and low-performing students. This programme
also led to improved student outcomes, although to a lesser extent than the schools’
incentive approach. Under both programmes schools were given complete control over the
additional resources and the freedom to develop effective interventions. However, the
schools’ performance-based incentives programme proved to be more cost-effective.

The debate on the link between reward and performance is also evident in the health
sector. Countries are showing increasing interest in paying physicians in the public health
sector by results (Simoens and Hurst, 2004). For instance, in the United Kingdom about
20% of general practitioner’s income is now based on a wide range of performance quality
indicators. However, there is not much evidence, so far, that merit pay improves quality in
public health delivery, and there remain many difficulties in designing objective
performance appraisal systems (Simoens and Hurst, 2004). The concerns about
performance-based pay in health include: whether it will distort practice between areas
where quality can be measured and areas where it cannot; whether it will encourage the
selection of less risky patients; and whether it could lead to distorted record keeping.
Similar concerns are evident in the debate on performance-based pay in teaching.

Ballou (2001), among others, has reopened the issue by comparing teachers’ pay in
public and private schools in the United States, and using this to test the notion that merit
pay is inherently ill-suited to teaching. He concludes that because, compared to public
schools, private schools generally differentiate teachers’ salaries more on the basis of
teacher performance and are more likely to dismiss ineffective teachers, the concept of
linking teacher pay to performance is not inherently flawed, and indeed is beneficial, but
rather that its implementation has been hampered in most public school systems.

Certainly within the countries taking part in this project there is extensive discussion
about introducing greater teacher salary differentiation, including moving towards a
stronger link with performance. In general, though, the schemes underway or proposed are
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not based on a single measure, such as student performance on tests. Rather, they involve
assessments of teachers’ performance and contributions inside and outside classrooms
using a variety of measures. The column on “pay rise” in Table 6.5 provides, for
participating countries, examples of programmes which link pay to teacher performance.
The individual teacher pay system that Sweden introduced in the mid-1990s, and which
includes elements of performance-based pay, was detailed in Box 5.3. As another example,
in Finland the collective bargaining agreement for 2003/04 includes elements for assessing
the standards of teachers’ work, and provides scope for municipalities to pay bonuses on
the basis of individual professional proficiency and performance. In the cantons of
St. Gallen and Zirich in Switzerland teachers can move up to the next grade on the pay
scale only if they are given a positive assessment, based on a process of self-evaluation and
external assessment (see Box 6.1).

Box 6.1. Links between teaching performance and salaries in Switzerland

Two Swiss cantons, Zirich and St. Gallen, have introduced links between teaching
performance and pay, as components of quality monitoring and improvement initiatives. In both
schemes, salary increments are provided over a period of years, rather than applied on the basis of
the assessment of a year’s work.

In 2000 St. Gallen introduced a link between teachers’ performance assessment and their pay
scale through the “Systematic salary-effective qualification” (SLQ: Systematische Lohnwirksame
Qualifikation). The St. Gallen scheme links performance to promotion (with influence on pay
levels) but not directly to pay. The pay scale is made up of four grades, and moving up to the next
grade is only possible if the teacher is given a positive assessment. Movement from increment to
increment within a grade occurs largely automatically. Teachers are assessed every time they reach
the top of a grade, and are not able to receive a salary increase unless their performance appraisal is
positive. The assessment criteria are jointly agreed by the teacher and the evaluator. The
assessment focuses on three skill areas: organisation and delivery of lessons; interactions with
students, teachers and parents; and participation in in-service training. The assessment is based on
self-assessment and external assessment. The external assessment is the responsibility of one of the
members of the school committee/commission.

In 1999 Zirich introduced a similar link through the “Salary-effective qualification system”
(LQS: Lohnwirksames Qualifikationssystem). Teacher assessments affect salaries only for teachers
in the “principal phase” of their careers (beyond the initial years, and short of the late career years
when only truly exceptional appraisals will lead to salary increments). Salary increments, on the
basis of favourable assessments, are provided on the order of 1-3% for the four years following the
assessment. If an assessment is unsatisfactory, promotion is delayed for a year and measures are
agreed upon to overcome deficiencies. The assessment is undertaken by a team formed of
representatives of the school committee, all of whom receive special training. The assessment
includes class observation, an interview with the teacher, and the preparation by the teacher of a
report describing his or her pedagogical approach.

Chile has introduced a “Pedagogical Excellence Reward” that recognises and rewards
teachers with outstanding skills (see Box 6.2), among other initiatives. In Mexico, on the
basis of voluntary applications, teachers can request a salary increment to reflect their
teaching performance through the Carrera Magisterial and Escalafén Vertical
programmes. Similarly, in England and Wales special evaluation procedures undertaken on
a voluntary basis (Threshold Assessment and Advanced Skills Teacher) provide teachers
with the possibility of linking their performance to salary levels. Other countries that have
introduced similar programmes include Australia, Hungary and the Slovak Republic.
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Box 6.2. Rewarding teaching excellence in Chilean schools

The Pedagogical Excellence Reward (AEP, Asignacion de Excelencia Pedagdgica),
introduced in 2002 following an agreement between the Ministry of Education and the Teachers
Association of Chile, aims to recognise and reward teachers with outstanding knowledge and
skills. Teachers voluntarily apply for an assessment, and those who are certified as excellent
classroom teachers receive extra pay. Teachers are classified according to their years of teaching
experience into four groups, and are able to apply for the Excellence Reward twice within each
group. Applicants are assessed against the performance standards defined by the Ministry of
Education. Two instruments are used in the procedure: (i) a written test that measures pedagogical
and subject knowledge; and (ii) a portfolio of classroom teaching which includes a video of their
teaching practices. Every year, the Ministry establishes the quota of teachers for each region of
the country who are awarded the Excellence Reward. Quotas fluctuate as a result of budget
constraints. In 2002, about 6 000 teachers applied for the Excellence Reward out of a total
teaching workforce of about 125 000 teachers. Successful applicants are paid an extra allowance
twice a year, which continues while the teacher remains in the original teaching experience group
and performance remains at satisfactory levels (to a maximum of 10 years).

Teachers are also rewarded collectively when they work in schools which are identified as
performing at high levels by the National Performance Evaluation System of Subsidised Schools
(SNED). This programme, which was established in 1995, is based on the amount of
improvement in school performance on a variety of indicators, including student achievement on
standardised tests; it assesses schools against other schools within a socio-economic cluster. Every
two years, the SNED awards a monetary bonus to all teachers who work in the top-performing
schools within each group. This reward was awarded to about 1 900 schools in 2002/03 to the
benefit of 34 000 teachers (about one-third of the workforce), who received an average annual
bonus of US$ 430 (about 4% of the average annual teacher salary).

Another initiative consists of the National Teaching Excellence Awards. The objective is to
grant wide public recognition to the most outstanding teachers in the country. Every year 50
teachers representing all regions of the country are the recipients of this prize. Teachers are
recommended on the basis of their merit through a pyramidal process that involves the schools,
the communes and the different regions of the country.

The United States offers another model of teacher recognition and reward through the
non-governmental National Board for Professional Teaching Standards (NBPTS). This is a
voluntary scheme in which experienced teachers apply for an extensive evaluation process
based on criteria developed from research and consultation with teachers’ professional
associations (see Box 6.3).

Box 6.3. Certifying teaching excellence in the United States

In the United States, experienced teachers may voluntarily seek national certification
through the privately run, but largely government-funded, National Board for Professional
Teaching Standards (NBPTS). This credential, known as National Board Certification, is
designed to provide recognition to teachers who demonstrate superior knowledge and teaching
skills. Teachers enter an extensive application process which consists of two major parts: the
portfolio of their work including a videotape of a lesson they have taught; and the assessment
centre exercises where teachers address a set of questions that relate to the specific content of
their field.

The assessment is undertaken against detailed teaching standards established by NBPTS.
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These are based on NBPTS’ five core propositions: (i) teachers are committed to students and
their learning; (ii) teachers know the subjects they teach and how to teach those subjects to
students; (iii) teachers are responsible for managing and monitoring student learning; (iv) teachers
think systematically about their practice and learn from experience; and (v) teachers are members
of learning communities. The standards are developed and reviewed by teachers and other
experts. National Board Certification is issued for a period of 10 years but can be renewed on the
basis of the preparation of a Profile of Professional Growth.

Over 30 states now offer financial incentives to teachers who earn National Board
Certification, including subsidisation of teachers’ application fees, and financial bonuses and
higher pay. As of November 2002, the National Board had certified 24 000 teachers nationwide,
and more than 15 000 applicants were seeking certification in 2002/03. Between 1999 and 2002,
about 50% of first-time applicants were certified.

Some criticise the National Board approach on the basis of the absence of a link with student
achievement gains and a lack of external validity of teaching practices (e.g. Podgursky, 2001).
There is some recent evidence, based on data from North Carolina primary schools, that teachers
certified by the Board were more effective than their non-certified colleagues at increasing student
achievement and that NBPTS is successfully identifying the more effective teachers among
applicants (Goldhaber and Anthony, 2004). The authors note, however, that since the process is
relatively costly in terms of both evaluation process and the higher salaries that certified teachers
generally earn, its effectiveness should be judged against other means of identifying and
rewarding quality teaching.

6.2.4. Teacher evaluation

Table 6.5 summarises the main features of teacher evaluation schemes in the countries
participating in the study. When teachers apply for a higher position, or if they are the
subject of a complaint, there is generally a process of formal evaluation, either by the
principal, external staff or some combination of the two. However, in half of the countries
(13 out of 26) all public school teachers have some form of periodic evaluation as part of
their regular work. In nine countries — Austria, Canada (Quebec), Denmark, Finland,
Germany, Greece, Israel, Italy and Spain — teachers are normally not regularly evaluated
once tenure is granted. In Ireland, Norway and Sweden, the emphasis is on school
evaluation rather than individual teacher evaluation; in Hungary evaluation of teachers is
mostly at the discretion of the school principal; in Japan some prefectural boards of
education are now introducing teacher evaluation; and in Mexico evaluation occurs when
teachers voluntarily apply.

In most cases, regular teacher evaluations involve the school principal and other senior
school staff. In three of the countries (the French Community of Belgium, France,
Switzerland), the evaluation is conducted by a panel involving both the principal and
external members. Criteria typically include the subject and pedagogical knowledge of the
teacher, some assessment of teaching performance, levels of in-service training and, in
some cases, measures of student performance. Classroom observation, interviews, and
documentation prepared by the teacher are the typical methods used in the evaluation. In
Mexico, the Slovak Republic and Spain (for teachers applying for promotion) student
surveys also sometimes form part of the evaluation.
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192 — 6. DEVELOPING AND IMPLEMENTING TEACHER POLICY

In most countries the regular teacher evaluations are used to identify priorities for
professional development. Several countries use the evaluation to develop improvement
plans, including professional development (e.g. some states in Australia, Sweden, and
Switzerland) for teachers identified as performing ineffectively. It is also common for
teachers assessed as ineffective to have salary increments deferred until performance
improves.

Despite the fact that teacher evaluation takes place on a regular basis in half the
countries, and generally appears to be becoming more common, the country review visits
indicated that principals and other senior staff often lack the time, tools or training to
perform teacher evaluations satisfactorily. Particularly in secondary schools, there appears
to be little observation of classroom teaching by principals, and teachers often express
concerns about whether principals and other senior staff are adequately equipped for
evaluation tasks; teachers also question the criteria which are used. However, because a
coherent and well-resourced system of teacher performance appraisal is lacking in a
number of countries, including in some cases where regular evaluation is compulsory for all
teachers, teachers do not receive appropriate recognition for their work, and there is little
systematic information to guide professional development priorities. Apart from anything
else, the lack of regular feedback to teachers about their work is likely to increase their
sense of professional isolation and build the perception that their efforts are not appreciated.

Chile has recently introduced a broad teacher performance evaluation system following
an extended period of consultation with teachers, and with clear links to rewards and
improvement plans for teachers’ practice (see Box 6.4). Surveys conducted in 1999 and
2000 by the Centre for Educational Research and Development (CIDE) revealed that over
70% of Chilean teachers strongly agreed with an individual evaluation of teaching
performance. Another survey conducted in 2003 by CIDE further indicated that 64% of the
teachers agreed with implementing a teaching performance evaluation system that includes
both incentives and sanctions.

Box 6.4. The Teaching Performance Evaluation System in Chile

In Chile, since August 2003, all teachers in schools belonging to the municipal system are
evaluated every four years via the Teaching Performance Evaluation System (Evaluacion del
Desempefio Profesional Docente) agreed upon by the Ministry of Education, the Teachers’
Association, and the Chilean Association of Municipalities. The agreement followed two rounds
of country-wide consultations, which resulted in over 10 000 written contributions by teachers.

The municipalities administer the evaluation process and take responsibility for teacher
improvement plans. The Ministry of Education, through the Centre for Training, Experimentation
and Research in Pedagogy (CPEIP) provides the legal framework, reviews and updates the
teachers’ performance standards, designs and validates the evaluation instruments, selects and
trains the evaluators, and monitors the operation of the evaluation system. University experts
assist the CPEIP in the production of evaluation tools and the training of evaluators.

Evaluation is based on criteria defined by the “Good Teaching Framework” (Marco para la
Buena Ensefianza). The framework covers four domains: preparation of teaching; creation of a
setting which promotes learning; teaching for the learning of all students; and professional
responsibilities. Each domain takes into account between four and six criteria.

The evaluators must: (i) be teachers selected, accredited and trained by the CPEIP; (ii)
belong to the same level and type of school as the teacher being evaluated; (iii) not work in the
same school as the teacher concerned, although preferably work in the same community. The
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evaluation uses four instruments: a portfolio of the teacher’s work including a video with a sample
of the teacher’s classroom teaching; a written self-evaluation by the teacher; a peer interview
structured according to the “Good Teaching Framework”; and a report on the teacher’s
performance by the principal or other senior staff member. The appraisal informs teachers about
the strengths and weaknesses of their practice and the priorities for professional development
actions they can take, and is also used to inform municipalities and teacher education institutions
about overall training needs.

Teachers are ranked in four categories: excellent, competent, basic or unsatisfactory.
Teachers evaluated as excellent or competent have preferential access to professional development
opportunities, internships abroad, mentorship positions, and participation in conferences and
seminars, among other things. Teachers rated with a basic or unsatisfactory performance follow a
tailored professional development programme, and receive another evaluation a year later. If the
second evaluation is still not satisfactory the teacher is removed from his or her teaching post and
follows a second improvement plan, after which a third evaluation is organised one year later. A
third unsatisfactory evaluation results in removal from the education system. In 2003, about 4 000
primary school teachers were evaluated with the following distribution of results: 9% were
assessed as excellent, 57% competent, 30% basic and 4% unsatisfactory.

6.2.5. Recertification of teachers

Teacher recertification describes a process by which teachers who are already working
in the school system renew their teaching licence at regular intervals. This renewal is
typically based on proving that a teacher has obtained positive assessments in performance
evaluation and/or has taken part in a required number of professional development courses
based on core standards of teaching. Recertification of teachers is a comparatively rare
practice across countries taking part in the project. Where it happens it tends to be based on
the latter approach — teachers successfully completing designated professional development
activities — rather than more direct assessments of their performance in the classroom.

Several states in the United States have passed laws that make renewing teaching
licences at regular intervals mandatory. In February 2000, for example, the Illinois State
Board of Education’s new teacher recertification legislation became effective. The law now
requires all teachers to renew their licences every five or ten years by engaging in high-
quality professional growth activities. To maintain a teacher certificate as “valid and
active”, certificate holders must complete Certificate Renewal Plans that include: i) at least
three personal goals for improvement; ii) a statement of the knowledge and skills to be
enhanced, reflecting relevant professional teaching or content area standards for each goal;
iii) the professional development activities to meet those goals; and iv) projected timelines
for completing the activities within the five-year period of validity (Standard) or ten-year
period (Master). Teachers must submit their plans to their district’s Local Professional
Development Committee. The committee approves the plans, verifies that activities have
been completed, monitors progress, and recommends whether certificates should be
renewed.

In June 2001, the Canadian Province of Ontario passed legislation requiring all teachers
to earn 14 professional development credits every five years in seven core categories
(curriculum, knowledge, student assessment, special education, teaching strategies,
classroom management and leadership, use of technology, and communicating with parents
and students) with accredited training institutions to maintain their certification. The
Ontario College of Teachers, the teacher professional organisation, received information
from approved providers whenever teachers had successfully completed approved courses.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



194 — 6. DEVELOPING AND IMPLEMENTING TEACHER POLICY

Due to a highly controversial debate, however, the newly elected Ontario government
repealed the recertification programme in December 2003.

Teacher recertification has certain clear benefits: It provides strong incentives for
teachers to update their knowledge and skills continuously and it allows school systems to
identify core areas in which teachers need to keep improving. If recertification is based on
profession-wide standards of good practice, it enables a system to create a coherent
understanding of what teacher professionalism means, and should help to build public
confidence in the schools and teaching. However, it is not clear that recertification
programmes based on teachers completing designated developmental activities are
necessarily going to be cost-effective. Professional development is important, but there also
needs to be a close link between recertification and what teachers are actually doing in
schools and what their students are learning.

6.2.6. Promotion and career diversification

In most countries opportunities for promotion and new responsibilities are generally
limited for teachers who want to stay in the classroom. Promotions generally involve
teachers spending less time in classrooms, and therefore diminish one of the major sources
of job satisfaction. Even for those who would like to take on more roles outside the
classroom, the opportunities in many countries are still quite limited. As Figure 6.7 shows,
in 2001, on average only about 5% of the staff working in upper secondary schools were
classified as management personnel, and only 4% were classified as professional support
personnel.

Figure 6.7. Distribution of school staff by personnel category according to reports by school
principals, upper secondary schools, 2001
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Notes: For Ireland data should be interpreted with caution due to a possible slight inflation in the number of professional
support personnel and other support personnel. The Netherlands did not meet international sampling requirements.
Management personnel includes professional personnel who are responsible for school management and administration, i.e.
principals, assistant principals, headmasters, and assistant headmasters. Teacher aids includes non-professional personnel or
students who support teachers providing instruction to students. Professional support personnel includes professional staff
who provide student services, e.g. guidance counselors, librarians and psychologists. Other support personnel includes
maintenance and operations personnel, e.g. receptionists, secretaries, plumbers, drivers, cleaning personnel, etc.

Source: OECD ISUSS database, 2003. Published in OECD (2004b).
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Box 6.5. Providing greater career diversity in Australia, England and Wales,
Ireland, Quebec (Canada), and the United States

In Australia, teachers typically have access to a career structure that involves two to four
stages with annual salary increments within each stage. The stages normally range from beginning
teacher to experienced teacher, to experienced teacher with responsibility (leading teacher) or
learning area or grade level co-ordinator, assistant principal, principal, and regional/district office
positions. Advancement from one stage to the next, especially at the higher levels, usually
requires applying for widely advertised vacancies. Teachers, as they move up the scale, are
expected to have deeper levels of knowledge, demonstrate more sophisticated and effective
teaching, take on responsibility for co-curricular aspects of the school, assist colleagues and so on.
By “leading teacher” stage, they are expected to demonstrate exemplary teaching, educational
leadership, and the ability to initiate and manage change.

In England and Wales, the new career grade of Advanced Skills Teacher (AST), introduced
in 1998, is designed to allow teachers who wish to stay in the classroom an alternative route for
career development. Their role is to provide pedagogic leadership within their own and other
schools; typically, they will spend 20% of their time in an “outreach” role supporting professional
development of their colleagues, and teach in class for the remaining time. Teachers can take up
an AST post at any point in their career but in order to do so must pass the AST assessment. They
prepare a portfolio that shows how they meet the prescribed standards for the grade, which is
evaluated by an external assessor. The assessor also interviews the applicants and observes their
professional practice. In July 2004 some 5000 teachers had passed AST assessment. The
intention is that the grade will ultimately form between 3% and 5% of the workforce.

Ireland has introduced four categories of promotion posts: Principal; Deputy Principal;
Assistant Principal; and Special Duties Teacher. They have each special management duties, and
receive both salary and time allowances. In addition to classroom teaching, Assistant Principals
and Special Duties Teachers have special responsibility for academic, administrative and pastoral
matters, including timetabling arrangements, liaison with parents’ associations, supervising the
maintenance and availability of school equipment, and so on. They are selected by a panel, which
consists of Principal, chair of the Board of Management and an independent external assessor.
Over the course of their career about 50% of teachers can expect to receive one of these positions.

In Quebec experienced teachers can work as mentors for student teachers. Experienced
teachers coach and guide the student teachers, undertake specific training, and they receive either
additional pay or a reduction in classroom teaching responsibilities. About 12 000 teachers
participate in the mentor programme. Some of these experienced teachers also have an
opportunity to become co-researchers with university staff and to participate in collaborative
studies on subjects such as teaching, learning, classroom management and student success or
failure. In addition, experienced teachers may receive time release from their normal duties to
provide support for less experienced colleagues.

In the United States, the Milken Family Foundation’s Teacher Advancement Project (TAP)
is a recent initiative that aims to create more opportunities for promotion and career advancement
for classroom teachers. Each school adopting the TAP programme offers three levels of teacher
positions: career teacher; mentor teacher and master teacher. Master and mentor teachers are
selected through a competitive performance-based process. Successful applicants take on
additional responsibility and authority, and are required to have a longer work year. Each level
offers separate pay structures. The Foundation provides training and certification services to
prepare master and mentor teachers to conduct professional growth activities and teacher
evaluations. The programme is based on three additional elements: ongoing, applied professional
growth; instructionally focused accountability; and performance-based compensation. In early
2004, over 70 schools were at different stages of TAP implementation.
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Teaching is often characterised as a “flat” career, with few recognised roles outside of
the classroom and few promotion and career diversification opportunities. Roles such as
mentor of beginning and trainee teachers, co-ordinator of in-service training, school project
co-ordinator and curriculum development staff would help meet school needs and introduce
career diversity without necessarily making schools more hierarchical.

Some countries are moving to open more career opportunities for teachers, stimulated
in part by the greater variety of roles in schools that have been delegated significant
decision-making responsibilities. Such roles include departmental head, team leader, and
manager of curriculum development and/or personnel development. Such posts, which
represent the introduction of “middle management” positions in schools, normally involve
higher pay, reduced classroom teaching hours, or some combination of both. Box 6.5
provides recent examples from Australia, England and Wales, Ireland, Quebec (Canada)
and the United States.

Similar developments are evident in the health sector. For example, in the United
Kingdom, the Department of Health has recently promoted career progression in the
nursing profession by extending the roles of nurses, increasing the number of senior nurses
and nurse consultants (Simoens and Hurst, 2004).

6.2.7. Leadership and school climate

Research has shown that school leadership is an important influence on teacher
retention by helping to foster a stimulating and supportive school culture, as well as helping
to buffer teachers against mounting and sometimes contradictory external pressures
(Mulford, 2003). Skilled leaders can help foster a sense of ownership and purpose in the
way that teachers approach their job, introduce shared leadership and build collegiality,
provide professional autonomy to teachers and help teachers achieve job satisfaction and
continue to develop professionally. Teachers who work together in meaningful and
purposeful ways have been found to be more likely to remain in the profession because they
feel valued and supported in their work.

In many countries, principals are no longer seen as "head teachers,” but rather as
leaders and managers of increasingly complex organisations. School principals and other
school leaders are now often perceived as critical for the success or failure of a school.
School leaders are increasingly expected to create a collaborative work ethos among staff
members, to acquire and to allocate resources, to promote teacher professional
development, to improve students' performance, to build effective community partnerships,
and to manage innovation and reform (Drake and Roe, 2003; Pierce, 2000). These are
demanding requirements, and this project activity has revealed major concerns within a
number of countries about attracting and supporting effective leaders in schools, especially
in the context of greater school decision-making responsibility.

Figure 6.8 gives an overview, for a number of countries, of the extent to which school
leaders are involved in three particular domains of personnel management in public
schools: hiring and dismissal of staff; determination of duties and conditions of service of
staff; and fixing of staff salaries. In countries such as the Czech Republic, England,
Hungary, the Netherlands, New Zealand, the Slovak Republic and Sweden most such
personnel decisions are taken at the school level but with different degrees of autonomy.
For instance in the Czech Republic, Hungary, New Zealand and the Slovak Republic, a
majority of school-level personnel decisions are taken either in consultation with others or
within a framework set by a higher authority. By contrast, schools have much more
autonomy for personnel decisions in England, the Netherlands and Sweden. There seems to
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be little school involvement in the designated areas of personnel management in Australia,
Austria, Germany, Greece, Japan, Mexico, Spain and Turkey.

Figure 6.8. Percentage of decisions relating to personnel management taken by schools by
mode, lower secondary education, public schools, 2003

% [ n full autonomy [ In consultation with others I Within a framework

100

90 [

80

70

60 [

50 |

40

30

20

10
T B R B
Qi‘z}«@% %Q%;{}(I@ §%®%“Q% gz&QS&Q{\}QQ,\\»\‘Sﬁ

Notes: Countries are ranked in descending order of the percentage of decisions taken at the school level. The domain
“personnel management” considers the hiring and dismissal of staff; the duties and conditions of service of staff; and the
fixing of salaries. The school level includes school administrators and teachers or a school board or committee established
exclusively for individual schools. “In full autonomy* means that decisions are subject only to any constraints contained in
the constitution or in legislation that is of a general nature and not specifically aimed at education. “In consultation with
others” means that decisions are taken in consultation with bodies located at another level within the education system.
“Within a framework” means that decisions are taken within a framework set by a higher authority (e.g., a binding law, a pre-
established list of possibilities, a budgetary limit, etc.). Data for Turkey refer to primary education. See OECD (2004a) for
further details.

Source: OECD (2004a).

To help meet the enhanced expectations and responsibilities, many countries now
provide school principals and senior staff with significantly more training, assistance and
guidance than they received in the past. For instance, England has taken a number of
initiatives such as the development of school leadership programmes (e.g. the Headship
Induction Programme), the creation of the National Professional Qualification for
Headship, and the establishment of the National College for School Leadership
(see Box 6.6). In 2004 Australia established the National Institute for Quality Teaching and
School Leadership which aims to support and advance the teaching profession and
innovation in schools; the governing board is predominantly drawn from principal and
teacher associations. Some countries offer specific university qualifications in school
leadership, while others focus on on-the-job training opportunities.

Sweden has a long-standing four-step approach to principal training: recruitment of
those who want to become principals; induction for those newly appointed; a national
professional development programme after two years in the job; and ongoing career
development, including university courses and extensive support from professional
associations of school leaders (Johansson, 2002). In the United States, “New Leaders for
New Schools” is a public-private partnership dedicated to recruiting and training inner-city
principals. Prospective principals receive seven weeks of tuition-free training in educational
leadership, a one-year paid “residency” under the tutelage of a master principal and, once in

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



198 — 6. DEVELOPING AND IMPLEMENTING TEACHER POLICY

charge of their own schools, two years of intensive professional development (Goldstein,
2001).

Box 6.6. Leadership programmes for school principals in England

In England, since 1995 there has been a rapid development in school leadership
programmes. The Headship Induction Programme, which was launched on 1 September 2003,
offers tailored training and support in a head teacher's first three years in post. A grant of £2 500
is available for head teachers taking part in the programme to purchase training.

The National Professional Qualification for Headship (NPQH) was introduced in 1997 and
re-launched in 2000 following wide-ranging consultation. It is delivered through activities in
school, training sessions, tutorials and e-learning. Over 8 600 individuals are currently
undertaking NPQH and over 12 900 have completed the programme. From April 2004, all those
taking up their first headship position in maintained schools must hold the NPQH or be working
towards it.

The Leadership Programme for Serving Heads, established in 1998, is designed for current
principals to reflect on and develop their leadership skills. These courses are administered by the
National College for School Leadership, which was launched in 2000. It has developed a range of
programmes to support groups that are under-represented in school leadership positions, such as
women and cultural minorities.

The programme Leading from the Middle, which began in 2003, is training middle-level
leaders, working in small teams within a school or group of schools to enhance their leadership
skills, receive coaching and support from a senior colleague in school, and review the changing
role of the middle leader. The aim is to have some 7 000 participants in the programme in
2004/05.

Evaluations by the Office for Standards in Education (Ofsted) and Earley et al. (2002)
concluded that leadership and management have improved in schools, and that the programmes
provided are generally effective, though they do not always meet the diverse needs of all
participants. Recommendations for improvement state that leadership programmes should include
strategies for managing workload, work-life balance and disseminating good practice.

Standards of professional performance are increasingly being used to measure the
success of school leader development programmes. Leithwood et al. (2002) compared five
sets of standards for educational leadership development from the United States, Australia,
the United Kingdom and New Zealand. They found that all five sets had a common
emphasis on: financial management including hiring appropriate staff; being a role model,;
establishing professional development as an ongoing school-wide activity; monitoring and
evaluating teacher and pupil progress; using test scores to guide curriculum and instruction;
wide consultation; parent and community involvement and effective communication with
all stakeholders and valuing diversity. Areas that were less commonly covered in the lists,
or were missing altogether, were teacher leadership, balancing the full range of duties
expected of the school leader, teacher morale, implanting innovations, marketing, working
effectively with school councils, outreach or entrepreneurial functions, and working
effectively within wider political and social contexts.

Although a number of promising initiatives and programmes are now underway, the
overall impression is that the relationship between school leadership, school climate and
teacher job satisfaction should be higher up the policy agenda.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



6. DEVELOPING AND IMPLEMENTING TEACHER POLICY — 199

6.2.8. Working conditions

As seen earlier, the particular reasons that teachers give for leaving teaching vary
somewhat from country to country, as does the weight that they attach to individual factors.
But it is clear that, aside from the attraction of what are seen as better career opportunities
elsewhere or the role of personal circumstances, poor working conditions are often the
reason teachers give for leaving the profession. These are typically associated with
concerns about a heavy workload, a lack of resources and support, and dealing with
difficult students and, increasingly, difficult parents.

As Figure 6.9 shows, Australian teachers identified “lack of resources or time” as the
single most important source of concern about their teaching (37% of teachers).
Correspondingly, “increased resources /reduced workload” was the second most common
suggestion for retaining teachers (23% of teachers), just behind “improved remuneration”
(25%). As noted earlier in Figure 6.3B, a survey of teachers in England revealed that
“workload too heavy” was the main reason for leaving the profession when retirement and
maternity factors were excluded, and “stress” was also indicated as one of the main reasons
to leave. The Background Report prepared for Finland notes that “teachers perceive that
rush causes the most stress in their day-to-day teaching work, because they feel that they
cannot perform their compulsory work assignments within the time restrictions”. A study
by Korhonen (2000) revealed that 88% of Finnish teachers perceived increasing time
pressure as a problem in their work.

Figure 6.9. Factors identified by teachers as negatives of teaching, and teachers' suggestions for
retaining teachers, Australia, 2002

The single factor that bothers teachers most about teaching The single most important suggestion for retaining teachers

Note: Figures are based on a survey of 2 500 teachers from government and non-government schools, in metropolitan and
non-metropolitan Australia, and from primary and secondary schools.

Source: Ministerial Council on Education, Employment, Training and Youth Affairs (2003).

One major challenge is that there is often a lack of any clear job profile or framework
for a teacher’s work at school. In some countries all that is specified is class teaching time,
and this substantially understates the range of tasks teachers are expected to undertake. For
example, Figure 6.10 shows the roles that secondary teachers in private Catholic grant-
aided schools of the French Community of Belgium perform, but which they do not
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consider appropriate given their training. These include “social worker” (identified by 55%
of teachers), “supervisor” (59%), “parent” (64%) and “psychologist” (27%). The Australian
survey data in Figure 6.9 also identified student welfare issues and community/parent
attitudes as the second and third most important concerns that teachers have about teaching.

Figure 6.10. Perceived roles of teachers in schools and assumed roles that they deem not
appropriate for them, secondary teachers in the private Catholic grant-aided sector, French
Community of Belgium, 1999

% [ Roles that teachers perceive they assume in schools [1 Assumed roles that teachers deem not appropriate for them

Note: Figures are based on a survey of 3 600 secondary school teachers from the private Catholic grant-aided sector in the
French Community of Belgium. Teachers were required to provide three answers only for each of the two aspects depicted
above and so the percentage shown indicates the proportion of teachers who selected the corresponding option among the
three answers provided.

Source: Maroy (2002).

Some of the additional tasks required of teachers stem from a lack of support staff. As
shown in Figure 6.7 for upper secondary schools in a range of countries, “professional
support” and “teacher aids” on average comprise only 4% and 2% of school staff members,
respectively. On the basis of the country review visits, the number of support staff tends to
be even more limited in primary schools.

England has recently launched an initiative that seeks to substantially expand the role
and number of support staff in schools, and through this to improve teachers’ working
conditions (see Box 6.7).

Teachers also express concerns about regulations, which they perceive as both
restricting their professional autonomy and also diverting time and energy from more
important tasks. For example, as indicated by the Background Report prepared for the
Flemish Community of Belgium “[Stakeholders] indicated that for some teachers an
important reason for leaving teaching is that they are irritated by the far-reaching
regulations, the restrictions of rules and the planning workload. Teachers are burdened with
too many administrative tasks so that they can no longer carry out their core tasks.”
Similarly, the Danish Background Report notes that “The frustrations in a teacher’s life are
caused ... especially by a working hours agreement, whose [excessive] inflexibility
[diminishes] the professional liberty of action [of teachers].”
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Box 6.7. School Workforce Remodelling in England and Wales

Raising Standards and Tackling Workload (the National Agreement with local authority
employers, and support staff, teacher and head teacher unions) was signed in January in 2003.
Remodelling is about helping teachers focus on their core teaching responsibilities. Teachers are
no longer expected routinely to undertake administrative and clerical tasks. From September 2004
there are limits on the extent to which teachers have to take classes for absent colleagues and from
2005 they will have guaranteed time for planning, preparation and assessment.

At the heart of this reform is a wider role in schools for support staff. As well as expanding
support staff numbers the programme improves training, qualifications and career opportunities.
Developments include regulations which clarify the respective roles of teachers and support staff;
guidance on the management and supervision of support staff; induction training for support staff;
and expansion of the Teacher Training Agency’s role to include support staff as well as teachers.

Implementation is being facilitated through the National Remodelling team (NRT) which
assists schools to identify local solutions, manage change, and share experiences with other
schools.

A primary school survey conducted for the Department for Education and Skills (DfES,
2004) showed that: use of support staff had increased in 70% of schools in the last three years;:
97% of respondents said teaching and learning improved; 57% of the respondents said teachers’
stress was reduced; and about half of the respondents said the workload of teachers had decreased
overall.

The country review visits indicated that in some countries schools often lack adequate
facilities and resources to assist teachers in planning and preparation. Teachers often lack
their own offices or work areas, and do not have access to information technology or to
facilities to ensure that collaborative work is productive. One result is that in some
countries teachers do not remain on school premises when they are not teaching, which can
hinder collegiality and joint planning. For instance, full-time teachers in private Catholic
grant-aided schools in the French Community of Belgium report that about two-thirds of
their classroom preparation is done at home, and many indicate that they would stay longer
at school if there were better staff facilities (Maroy, 2002). In this context, Korea provides
an example of extensive ICT support available to teachers, as well as generally good staff
facilities in schools (see Box 6.8).

Student discipline and school safety issues are additional causes of stress. For example,
a study by Santavirta et al. (2001) reveals that 20% of Finnish teachers felt that student
discipline problems caused them strain, and about 10% of teachers perceived bullying from
students to be a daily source of stress. An evaluation by the State Provincial Offices carried
out in Finnish compulsory schools in 2001 revealed that threats, violence and bullying
directed at teachers had been reported in 20% of the schools. In the case of the United
States, Ingersoll (2001) found that low salaries, inadequate support from the school
administration, student discipline problems, and limited teacher input into school decision-
making all contribute to higher rates of teacher turnover.

In countries where teacher incomes are low, such as Mexico and the Slovak Republic,
teachers often have more than one job, either at another school or in a completely different
field. The need to devote time to earning extra income makes it difficult for such teachers to
become extensively involved in developing their school or working closely with their
colleagues.
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Box 6.8. ICT support for teachers and students in Korea

In 1996 Korea adopted the Education Informatization Affirmative Master Plan to develop
ICT resources and support for students and teachers. All Korean teachers now have their own
computer, classrooms are often equipped with big-screen TVs with an internet connection, all
schools across the country are linked to the internet, and a high proportion of teachers have
undertaken in-service training in ICT applications in schools.

In addition, two major online services have been launched. Edunet (www.edunet.net) is a
comprehensive educational information service, which provides students, teachers, and the
general public access to educational information and allows the creation of online learning
communities. It is managed by the Korea Education and Research Information Service and in
June 2002 had 5.3 million members. Among other services, it offers a “Teaching and Learning
Resource Center”. Teachers have access to multimedia teaching resources, designed to allow
teachers to use ICT in their classes. Students have also access to a “Cyber Teacher” online service
provided by qualified teachers and comprising “subject advice”, “help in learning” and “questions
and answers.” Another innovative project is the Teaching and Learning Center
(http://classroom.kice.re.kr) run by the Korea Institute of Curriculum and Evaluation. It provides
comprehensive information on the new national curriculum, disseminates innovative teaching
strategies and good practice, and provides extensive teaching materials, guidelines and assessment
tools for teachers to use. Most schools have websites to improve communication among teachers,
parents, students and the local community and to promote school programmes and teachers’ work.

The research generally indicates that teachers who leave the profession often report that
the factors which attracted them to teaching — working with students and colleagues,
professional autonomy, and opportunities for personal and intellectual growth — were
increasingly difficult to achieve in the day-to-day realities of the job. Although most keenly
felt by young teachers, such factors are also cited by more experienced teachers as reasons
for leaving the profession.

6.2.9. Retirement policies

Table 6.3 presented information about teachers’ retirement age in a number of
countries. The retirement age to obtain full pension benefits is generally about 60-65 years,
with a range from 53 (for female teachers in the Slovak Republic) to 67 years (Norway).
However, in all countries it is possible to retire earlier than this and receive some pension
benefits. The actual average age of retirement among teachers is generally much lower, for
example 54 years in Israel and 56 in Quebec. Some countries offer even more flexibility.
For example, in Korea teachers can retire after 20 years of service regardless of age and in
Israel teachers can retire at age 40 provided they have at least 10 years of service.

In almost all countries teachers are able to work in public schools beyond the regular
“full” retirement age. In some cases there is an age limit for such arrangements (e.g. up to
the age of 65 in France, 67 in Sweden and 70 in both Denmark and Norway). In Israel
teachers above retirement age can only work up to 30% of the load of a full-time teacher.
Among the countries covered in Table 6.3 only Greece, Korea and Spain prevent teachers
from working in public schools beyond the legal retirement age.

The reasons for early retirement among teachers include the incentives offered by
different pension schemes and the attraction of other non-work activities, but they also
include stress and career burn-out. In the case of Germany for example, the average
retirement age for teachers is 59 years, which is six years less than the regular full
retirement age. In 2001 only 6% of German teachers worked until the age of 65. The
Background Report prepared for Germany cited evidence from medical and psychological
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studies indicating that up to one-third of teachers suffer from various physical,
psychosomatic and psychological problems often described as the “burn-out syndrome”.

In Germany, as in a number of other countries, the age structure of the teacher
workforce indicates that the proportion of teachers retiring will rise over the next 5-10
years, and that this could put increased pressure on the teacher labour market. In addition to
more recruitment difficulties, there will be a considerable loss of teaching experience and a
potentially smaller pool of teachers from which to recruit the next generation of school
leaders. As noted by the Australian Background Report “there are clearly important
challenges to develop appropriate policies and strategies to ensure both a reasonable
distribution of age bands overall and to ensure that, whatever the age of the teacher, the
career itself is perceived to be attractive and have demonstrable benefits to students’
education.”

One part of the policy response concerns general policies towards retirement across the
workforce as a whole and the public service in particular. In the light of increases in life
expectancy, ageing populations, rising pension costs, and declining workforce participation
among those aged 50 years and over, many countries are seeking to increase the normal age
of retirement or at least remove some of the current incentives to retire early. Efforts are
also underway to reform alternative pathways into early retirement (particularly long-term
sick and unemployment benefits), assist older workers to stay in employment, provide more
flexible working conditions and address age discrimination in employment (OECD, 2003).

A number of countries are seeking to encourage older teachers to stay in teaching by
creating more opportunities to work part-time, take extended leave, and reduce their
working hours without jeopardising their long-term employment and pension rights. Some
countries have developed programmes focused particularly on senior teachers as a means of
reducing career burn-out and retaining their skills in schools. Initiatives in Germany, the
Netherlands and Norway are described in Box 6.9.

Box 6.9. New opportunities for experienced teachers in Brandenburg (Germany),
the Netherlands and Norway

In Brandenburg (Germany), experienced teachers are eligible for a part-time employment
scheme, under which they can cut their workload in half by accepting a salary reduction of about
20%. About 10% of eligible teachers used this scheme in 2002/03. Also, almost all Lander in
Germany offer a sabbatical year to teachers whereby the teacher works longer hours for same pay
or same hours for lower pay during a given period which is then used to fund the sabbatical year
(this programme is not exclusively for experienced teachers).

In the Netherlands, the BAPO (regulation to stimulate the labour market participation of
experienced teachers) scheme launched in 1994 uses the reduction of required teaching time to
reward long service. Teachers aged between 52 and 55 can reduce working hours by 10% with a
salary reduction of 2.5%. For teachers aged 56 and over, a 20% reduction of working hours is
possible with a 5% salary reduction. In 2002, 41% of all eligible teachers in primary education
and 47% in secondary education participated in the programme.

In Norway some municipalities are implementing “senior policies” for older teachers, which
include targeted professional development activities, reduced classroom teaching hours and
reduced hours working overall, and new tasks including curriculum development, advising other
schools and mentoring beginning teachers.
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6.3. Priorities for Future Policy Development

Many of the factors which make teaching an attractive career choice for new entrants
are also important in encouraging people to stay in the profession. The strategies outlined in
Chapter 3 for improving teaching’s appeal to recent graduates and people from other
careers — such as improving the image and status of teaching, ensuring competitive salaries
and working conditions, and providing flexible forms of employment — will also encourage
teachers to stay. However, once people have been in the job for some time, other factors
also start to become important in shaping their attitudes to teaching as a career, including
workload, interactions with students, school climate, facilities, support staff, school
leadership, and opportunities for career growth. Such factors can be difficult for prospective
teachers to assess, but surveys of current and former teachers indicate their important
influence on whether teachers stay or leave.

Policy makers also need to be concerned about the continuing effectiveness of the
teacher workforce. The policy goal, after all, is retaining effective teachers, which implies
not only that all teachers have the opportunities, support and incentives to continue to
improve and perform at high levels, but also that ineffective teachers do not remain in the
profession. Some groups in public discussion want to focus mainly on the latter issue, to the
detriment of the image and achievements of the large majority of teachers. Others do not
seem to want to acknowledge that this is a real problem.

Although attractive salaries are clearly important in improving teaching’s appeal, policy
needs to address more than pay. Surveys of teachers indicate that teachers place a lot of
importance on the quality of their relations with students and colleagues, on feeling valued
and supported by school leaders, on good working conditions, and on opportunities to
develop their skills. Such factors go to the heart of the way that schools and teaching are
organised.

The policy suggestions in this section are drawn from country experiences and
initiatives as documented in the Country Background Reports, the country review visits,
and other research. They do not necessarily apply to all of the participating countries since
in some cases the policies are already well underway, while others differ in the nature of the
teacher retention issues they face.

Evaluating and rewarding effective teaching

A number of countries seem to lack a solid basis for recognising and rewarding the
work of teachers. Public school teachers are not evaluated on a regular basis in half the
countries participating in the project. A limited focus on teacher evaluation runs the risk of
sending teachers an implicit message that their work is not important. Regular appraisal
should be considered as an integrated, routine part of professional life.

There needs to be a stronger emphasis on teacher evaluation for improvement purposes
(i.e. formative evaluation). This can be low-key and low-cost, and include self-evaluation,
informal peer evaluation, classroom observation, and structured conversations and regular
feedback by the principal and experienced peers. Designed mainly to enhance classroom
practice, such appraisal would provide regular opportunities for teachers’ work to be
recognised and celebrated, and help both teachers and schools to identify professional
development priorities.

As was discussed in Chapters 4 and 5, it is important for individual teacher appraisal to
occur within a framework provided by profession-wide agreed statements of teachers’
responsibilities and standards of professional performance. Principals and other senior
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colleagues need to be trained in evaluation processes (and to be regularly evaluated
themselves), and schools need to have the resources to meet identified needs in teachers’
professional development. Evaluation frameworks and tools would assist principals and
other senior staff, and also help teachers to better prepare for assessment —and to benefit
from it.

Although the principal focus of formative assessment is on teacher improvement, it can
also provide a basis for rewarding teachers for exemplary performance. For example,
outstanding performance and contributions could enable teachers to progress two salary
steps at once. Rewarding teachers with time allowances, sabbatical periods, opportunities
for school-based research, support for post-graduate study, or opportunities for in-service
education could be more appealing for many teachers and help to overcome the limited
flexibility in raising salaries that applies in many systems.

Building a closer linkage between evaluation and reward, though, needs to ensure that
the measures used to assess teacher performance are broadly based to reflect school
objectives, and take account of the school and classroom contexts in which teachers are
working. In many circumstances it may be more effective to focus on group recognition and
rewards at the school or grade level rather than individual teacher rewards.

Ongoing, informal evaluation directed at teacher improvement must be distinguished
from the evaluation needed at key stages in the teaching career, such as when moving from
probationary status to established teacher, or when applying for promotion. Such
evaluations, which are more summative in nature, need to have a stronger external
component and more formal processes, as well as avenues for appeal for teachers who feel
they have not been treated fairly.

Responding to ineffective teachers

There needs to be simple, transparent and accepted procedures for dealing with
ineffective teachers. Although the number of such teachers is likely to be small, the
problem is often not addressed, which causes difficulties not only for schools and the
general teaching force, but also for the poorly performing teachers themselves.

Stronger systems of initial teacher education, more rigorous approaches to selection and
probation before teachers are granted tenure, and ongoing, regular formative teacher
evaluation will help to prevent poor teachers from entering and remaining in the profession.
However, in such a large profession, preventive measures cannot be relied upon
exclusively, and there are also likely to be individual cases where formerly competent
teachers start to perform below expectations for a variety of reasons.

The initial focus needs to be on regular, ongoing teacher evaluation providing clear and
constructive feedback to teachers on their performance, and jointly identifying appropriate
developmental strategies. However, if improvements do not occur, processes should exist to
move ineffective teachers either out of the school system or into non-teaching roles. At
these stages it would be important for authorities external to the school, including
representatives of the teaching profession, to become involved in decision-making and for
appeals mechanisms to protect individual teachers’ rights.

Providing more support for beginning teachers

The high attrition rates experienced by beginning teachers in some countries require
special attention. As was proposed in Chapter 4, all beginning teachers should participate in
structured induction programmes that involve a reduced teaching load, trained mentor
teachers in schools, and close partnerships with teacher education institutions. In addition,
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the criteria and processes used to allocate teachers to schools should ensure that new
teachers are not concentrated in the more difficult and unpopular locations.

Providing more opportunities for career variety and diversification

The teaching career in a number of countries could benefit from diversification, which
would help meet school needs and also provide more opportunities and recognition for
teachers, including those who wish to remain focused on classroom teaching. For these
objectives to be achieved, a dual approach is needed: (i) the creation of new positions
associated with specific tasks and roles in addition to classroom teaching, which would lead
to differentiation of a largely horizontal kind; and (ii) a competency-based teaching career
ladder associated with extra responsibilities, which would lead to differentiation that is
more vertical in nature.

The recognition that schools and teachers need to take on a greater range of tasks and
responsibilities calls for the creation of roles such as mentor of beginning and trainee
teachers, co-ordinator of in-service training, and school project co-ordinator. Such roles,
which would not necessarily involve differentiated pay but instead release time from
classroom teaching, could be for fixed periods to enable a wider group of teachers to take
part and gain experience.

On the other hand, in order for teachers to build a career that reflects their developing
skills, performance and responsibilities, there would be merit in considering a performance-
and competency-based professional career ladder. Such systems define teacher
competencies as a part of a lifelong learning continuum, make intensive use of formative
evaluation, and generally have a minimum of three different stages moving from beginning
teacher to established teacher and to advanced or expert teacher. Each stage progressively
becomes more demanding with more responsibilities, and is open to fewer people, but
involves a significant rise in status and compensation. Roles associated with extra
responsibility include departmental head, team leader, and curriculum and/or personnel
development manager.

A professional career ladder would be a marked departure from the current model of a
teacher’s career in most countries, which involves a steady, largely automatic progression
for nearly everyone over a very long time scale. Not only does the latter approach lead to a
steady increase in total system costs as the workforce ages, it may not be attractive to the
skilled and motivated people that schools need to attract and retain as teachers.

Improving leadership and school climate

Given the critical role of school principals and other leaders in school and teacher
development, it is disturbing that a number of countries report that they are struggling to
attract well-qualified applicants to take on leadership roles. Priorities include improved
training, selection and evaluation processes for school leaders, upgraded support services,
and providing more attractive compensation packages.

Given the range of responsibilities that principals have, it is important that there be a
leadership team in each school to share the load and ensure effective delivery. This would
enable the principal to focus on educational leadership for improving learning and teaching
of students and staff, rather than concentrating mainly on administrative tasks. In a number
of countries principals need additional administrative support to gain more time for
important tasks related to educational leadership, such as teacher performance appraisal,
teacher coaching and designing professional development. The need for extra support
seems to be a particular priority in primary schools.
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In reflection of their importance in the school system, principals’ positions should be
openly advertised on the basis of clear criteria. Professional development activities, formal
qualifications and leadership experience as a teacher should be taken into account when
appointing principals. Selection of principals should be done through a broadly-based panel
including external experts. The renewal of principals’ terms of office should result from a
formal evaluation, and thus be dependent on their continuing effectiveness. Fixed-term
contracts would also offer an opportunity for those who did not want to continue as
principals to return to classroom teaching or look for other positions.

A key requirement is that principals and other school leaders be trained and supported
in conducting teacher evaluations and linking this to professional development planning.
Teachers must be able to seethat principals and other school leaders are themselves
evaluated on a regular basis, and that they actively engage in professional development.

Improving working conditions

In a number of countries teachers’ workload has traditionally been conceived in terms
of classroom teaching hours. This has formed the basis of industrial negotiations about
teachers’ pay and conditions, and shaped school staffing provision. Yet class teaching time
is actually only one aspect of a complex job profile. The lack of explicit recognition of the
wide variety of tasks that teaching actually entails can create stress through uncertainty
about who is responsible for what, and add to workload because adequate resources are not
always made available. The breadth and complexity of teachers’ roles and responsibilities
need to be explicitly recognised in job profiles. These can then be used as the basis for
industrial negotiations, and used to shape teacher education and professional development
programmes.

It is clear that in a number of countries the lack of support staff and adequate school
facilities means that teachers are over-worked, but students are not gaining as much as they
should from teacher expertise. Schools are complex organisations, and many different tasks
are involved in delivering quality education. Well-trained professional and administrative
staff can help to reduce the burden on teachers and free them to concentrate on the tasks of
teaching and learning, and helping young people to develop, for which teachers are
specially trained and from which they derive great job satisfaction. Better facilities at
schools for staff preparation and planning would also help considerably in building
collegiality and in programme provision.

Providing more flexible working hours and conditions

To make continuing in teaching an attractive option for people from a wide variety of
personal and family circumstances, and from across the age range, it is necessary to provide
flexible working conditions. These can include programmes that enable teachers to work
part-time, take more leave opportunities, and reduce their working hours without
jeopardising their long-term employment and pension rights.

In a number of countries early teacher retirements cause staffing problems and mean the
loss of valuable experience from the schools. Part of the response depends on more general
policy changes concerning retirement ages, pension schemes and the financial incentives
for early retirement. However, school systems could be more proactive in ensuring that
schools provide attractive working environments for older teachers. There is no benefit if
older teachers continue working for extended periods because they feel they have to, but
many older teachers may want to continue making a contribution. Therefore, programmes
aiming at preventing career burn-out and retaining important skills in schools would be
beneficial. The elements could include professional development activities tailored to meet
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the needs of older teachers, reduced classroom teaching hours and reduced hours overall,
and new tasks including curriculum development, advising other schools and mentoring
beginning teachers.

One possible model would be to offer older teachers the option of a gradual reduction in
their working hours for a lower salary, but retaining their long-term pension benefits. This
would amount to substituting a gradual move away from full-time work to part-time work,
rather than the early retirement that seems to be common in a number of countries. Older
teachers would earn less but also work less, and the “saved” hours of work could be used to
recruit additional young teachers. Such an approach could be largely budget-neutral. This
would also ensure that the experience of older teachers would not be lost prematurely from
the school system.

Of course, it is possible that some older teachers who currently have managerial roles in
schools or education authorities would appreciate the opportunity to leave those posts and
to focus on classroom teaching and working with young people. Policies for senior teachers
must be individually tailored to meet the needs of the people and schools concerned.

Developing a more comprehensive approach

There is no single strategy that will ensure that all teachers will continue to develop and
improve, and that effective teachers will wish to remain in teaching. Action is needed on a
wide variety of fronts, including career structure, evaluation, work environments, and
funding. Similar challenges exist in the health profession where there are major concerns
about attracting and retaining high-quality nurses. Box 6.10 illustrates an interesting
example from the United States that involved workplace strategies aimed at retaining
nurses by enhancing their skills and empowering them, and also by recognising those
hospitals that were successful in retaining nurses.

Box 6.10. Organisational and workplace change in nursing in the United States

In the early 1980s, the American Academy of Nursing conducted a study to identify which
hospitals were successful in retaining nurses and which organisational features were shared by
these hospitals. As a result, 41 Magnet Hospitals were identified that had a number of common
organisational features that promoted and sustained professional nursing practice. These included
open and flexible organisational structures, staff autonomy and accountability for decision-
making, and investments in the education and expertise of nurses. These organisational attributes
of Magnet Hospitals are associated with better patient outcomes and higher levels of patient
satisfaction. Nurses have experienced higher levels of job satisfaction, lower rates of burn-out,
increased perceptions of productivity and quality of care, and higher nurse retention rates.
Although Magnet Hospitals tended to have a higher nurse-to-patient ratio, their larger wage bill
was more than offset by shorter lengths of patient stay, less need for intensive care treatment, and
lower staff turnover and recruitment costs.

In the early 1990s, the American Nurses Association through the American Nurses
Credentialing Center established the Magnet Nursing Services Recognition Program to recognise
excellence in professional nursing practice. This programme is available to all hospitals and
represents a voluntary form of external professional nurse peer review that is based on a hospital’s
ability to meet 14 standards of nursing care. Certification as a Magnet Hospital involves a multi-
stage process of written documentation and on-site evaluation by nurse experts. The programme
requires hospital recertification every four years. In 2003 there were 90 Magnet-designated
hospitals.  Source: Derived from Box 4.3 in Simoens and Hurst (2004).
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Chapter 7

DEVELOPING AND IMPLEMENTING TEACHER POLICY

Summary

Teacher policy needs to draw on well-informed research, lead to sound agreements between
stakeholders and offer solid implementation strategies. This chapter discusses the processes
of consultation, development and implementation that underpin policies that work. It also
examines the major gaps in the research and information base to support teacher policy, and
suggests priorities for future work.

Experience from a number of countries indicates that unless teachers and their
representatives are actively involved in policy formulation, and feel a sense of “ownership”
of reform, it is unlikely that substantial changes will be successfully implemented. On the
other hand, stakeholder groups should not be able to exercise a veto over education reforms
that are mandated through democratic political processes. It is difficult to find the right
balance, but open and ongoing systematic dialogue and consultation are fundamental to the
process.

In addition to consultative mechanisms, there are also institutional arrangements that can
help to promote dialogue and engage teachers and their professional associations in policy
formation. This is illustrated by the development in several countries of Teaching Councils
that provide teachers and other stakeholder groups with both a forum for policy
development and, critically, a mechanism for profession-led standard setting.

It has also become apparent that the available data and information on teachers, their work
and careers addresses only part of the spectrum covered by teacher policy, making the
development of better national and international information on teachers a priority. In most
countries there are also extensive research gaps concerning the teaching profession. Such
research is important not only for improving the knowledge base for teacher policy, but also
as a way of introducing new information and ideas to schools and ensuring that teachers
engage more actively with new knowledge. Policy formulation would also benefit from
more extensive monitoring and evaluation of innovation and reform, with more policies
launched on a pilot basis before widespread implementation.
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Teacher policy is a complex and often controversial area, and this chapter discusses the
processes of consultation, development and implementation that underpin policies that
work. It also examines the major gaps in the research and information base to support
teacher policy, and suggests priorities for future work.

7.1. Engaging Teachers in Policy Development and Implementation

The issues raised in this report go to the heart of teachers’ work and careers, and the
success of any reform requires that teachers themselves are actively involved in policy
development and implementation. Experience from a number of countries indicates that
unless teachers and their representatives are actively involved in policy formulation, and
feel a sense of “ownership” of reform, it is unlikely that substantial changes will be
successfully implemented. On the other hand, stakeholder groups should not be able to
exercise a veto over education reforms that are mandated through democratic political
processes. To do so would be to risk losing the public support on which education so
critically depends. It is difficult to find the right balance, but open and ongoing systematic
dialogue and consultation are fundamental to the process.

Box 7.1. Consultation and Teacher Policy Reform in Chile and Italy
Chile

The Teachers” Act of 1991 was designed to introduce teacher evaluation systems in
elementary and secondary schools. The scheme allowed employers to dismiss teachers who were
negatively evaluated two years in a row. This evaluation system, however, had not been
implemented because of objections from the Teachers” Association about the composition of the
evaluation committees, and the fact that the system focused on punishment rather than
improvement. However, teacher evaluation continued to be a topic of public and political concern
throughout the 1990s. In response the Minister of Education established a technical committee
comprising representatives of the Ministry, the Municipalities and the Teachers’ Association.
After several months the committee reached agreement on a model for teacher evaluation. At the
same time, its members agreed to prepare guidelines for standards of professional performance
and to implement a pilot project in several areas of the country to evaluate and adjust the
procedures and instruments to be used. After wide consultations throughout the country and
agreement with the teaching profession, a framework for performance standards was developed
and officially approved. The pilot project for teacher performance evaluation has been applied in
four regions. In June 2003 the Ministry, the Municipalities and the Teachers’ Association signed
an agreement that established the progressive application of the new evaluation system. (Details
on teacher evaluation in Chile are provided in Boxes 6.2 and 6.4.)

Italy

In March 2003 major new legislation, General regulations on education and basic level of
performance regarding education and professional training, was passed by the Italian Parliament.
The legislation is considered a landmark in the decentralisation of education, and involves a major
new focus on outcomes and quality. In order to pass this new legislation, numerous political
activities and debates were undertaken throughout Italy; the Commission for Education and
Culture of the Parliament scheduled many meetings with different stakeholders, community
groups and experts. Committee members also offered direct access to citizens through email.
Parents were a particular focus of the legislation, with initiatives to improve choice of school,
provide better quality information, and strengthen school and system accountability. The
legislation also encompassed establishment of a national evaluation system, and changes to initial
and in-service teacher education requirements. The process took place over an 18-month period,
and the widespread consultations were seen as vital in building the momentum for change.
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When OECD Education Ministers met in Dublin in March 2004 there was a clear
recognition of the importance of teacher engagement: “It is vital that teachers and their
professional organisations are fully engaged in the debate about educational reform, and in
the implementation of change. Ministers committed themselves to consultative and
participatory processes, and were encouraged by the reports from some countries of the
lead that teachers’ organisations were taking in designing new approaches to teacher
evaluation and career structures.” (Dempsey, 2004).

The importance of teacher engagement was also noted by the ILO/UNESCO
Committee of Experts on the Application of the Recommendations concerning Teaching
Personnel (CEART): “Social dialogue is the glue for successful educational reform.
Without full involvement of teachers and their organisations — those most responsible for
implementing reform — in key aspects of educational objectives and policies, education
systems cannot hope to achieve quality education for all.” (CEART, 2003). However, the
Committee also observed that “social dialogue in education remains a fragile process of
decision-making in most [countries].”

System-wide consultations can be major drivers and facilitators of reform. Box 7.1
provides two recent examples from Chile and Italy in which extensive consultations laid the
foundations for fundamental changes in teacher policy.

Consultations on matters affecting teacher policy also need to include groups such as
teacher educators, employers and students. Box 7.2 outlines the range of consultation
structures used in Hungary.

Box 7.2. Consultation structures in Hungary

In Hungary, various mechanisms of dialogue and consultation are established to provide
professional and civil organisations with opportunities to present their interests in teacher policy
reforms. The National Public Education Council (Orszagos Kdznevelési Tanacs) has the right to
initiate and propose actions, to formulate opinion on the issues concerning school education (e.g.
regulation of syllabus, course books, teaching equipment, examination system, in-service training
of teachers). In several fundamental issues of public education the agreement of the Council is
mandatory. Its members include representatives of teachers’ professional educational
organisations, teacher education institutes, the Hungarian Academy of Sciences, employers’
associations and chambers as well as those delegated by the Minister of Education. The National
Minority Committee (Orszagos Kisebbségi Bizottsag) is invested with similar rights in the
education of minorities; all national minority self-governments delegate one member to the
Committee. The Council of Public Education Policy (Kdzoktataspolitikai Tanacs) acts for the
Minister of Education as a board for preparing decisions, forming opinions and making proposals.
It deals with every issue related to public education policy (except employer—employee relations).
All significant professional, social and government partners are represented in this board, which is
organised at the national level. The National Council for Students Rights (Orszagos Diakjogi
Tanacs) may submit proposals on decisions pertaining to students’ rights. It consists of nine
members — three are delegated by the Minister, three by the national student organisations for
students between 6 and 14 years of age, and three by the student organisations for students
between 15 and 18 years of age. Other consultative and policy bodies are concerned with tripartite
issues between education sector unions, education employers, and the relevant Ministries; and the
operation of vocational education and training.

In addition to consultative mechanisms, there are also institutional arrangements that
can help to promote dialogue and engage teachers and their professional associations in
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policy formation. Chapter 4 documented the development in several countries of Teaching
Councils that provide teachers and other stakeholder groups with both a forum for policy
development and, critically, a mechanism for profession-led standard setting and quality
assurance in teacher education, teacher induction, teacher performance and career
development. Such organisations seek to obtain for teaching the combination of
professional autonomy and public accountability that has long characterised other
professions such as medicine, engineering and law. This would provide teachers with
greater input into the criteria for entry to their profession, the standards for career
advancement, and the basis on which ineffective teachers should leave the profession.
Box 7.3 outlines the development of the Teaching Council in Ireland.

Box 7.3. The Teaching Council in Ireland

A Teaching Council was launched in early 2005 and will be legally established on 1% March
2006. The Teaching Council seeks to promote and maintain best practices in the teaching
profession and in teacher education and training. As a statutory body, the Council will regulate
professional practices of teachers, oversee teacher education programmes and enhance teachers’
professional development. It is expected that, through these activities, the Council will provide
teachers with a large degree of professional autonomy and thereby enhance the professional status
and morale of teachers. The main functions of the Teaching Council are to:

—  Establish, publish and maintain a code of professional conduct.

—  Establish and maintain a register of teachers.

—  Determine the education and training requirements for teacher registration.
— Review and accredit programmes of teacher training.

— Regulate the induction and probation of teachers.

—  Promote teachers’ continuing education and professional development.

— Represent the teaching profession on educational issues and establish procedures for
the exchange of information with teachers, organisations involved in education and the
public.

— Advise the Minister on such issues as; the minimum standards of educational
qualifications required for entry into programmes of teacher education and training, the
professional development of teachers, teacher supply and on the work of the Council.

— Conduct inquiries into the fitness of teachers and impose sanctions on underperforming
teachers, where appropriate.

The Council comprises 37 representatives from various parties involved in school education:
22 registered teachers, the other 15 from teacher education institutions, school management
organisations, national parents associations, industry and business and Ministerial nominees.

In addition to system-level consultative mechanisms and policy-making bodies, it is
also important that teacher engagement occurs at the school level. Box 7.4 provides
examples from Spain and Sweden about teacher involvement at the school level, including,
in the Swedish case, local implementation of national and regional collective bargaining
agreements.
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Box 7.4. School-level Teacher Involvement in Spain and Sweden

Spain

School participation mechanisms are well established through a number of different bodies:

— The School Council is the basic policy framing body, and generally includes the principal,
director of studies, teachers, students, parents, local authorities, and non-teaching staff. Its
responsibilities include developing guidelines for the overall school programme, the internal
organisation of the school, the disciplinary regime, out-of-school activities and facilities
management.

—  The Teachers’ Assembly is formed by the principal and the teachers. It is responsible for co-
ordination of pedagogical issues such as the definition of student assessment criteria, the
organisation of support classes for underperforming students, and the counselling and
guidance of students.

— Co-ordination bodies within the teaching staff complement school organisation. These
include: tutors, teams for different grade levels and pedagogical coordination committees.

Sweden

The principle of consensus is a central feature of the Swedish decision-making process.
Dialogue and collaboration among various parties in the education sector is common, although it
does not always result in consensus on changes in education policy. At the central government
level, representatives of the Swedish Association of Local Authorities (SALA) and the teachers’
unions often participate as experts in government committees or consultation groups on school
policy. Stakeholders may also present their views through review bodies in connection with
official inquiries and government proposals. Apart from such organised collaboration
arrangements, various forms of talks and meetings offer opportunities for dialogue and
consultations among parties.

At the local level and in individual schools, the Co-determination at Work Act guarantees
that employers consult with employees before making major decisions about their workplace
issues. Moreover, the employee representatives concluded an agreement in 1992 which sets the
framework for collaboration in the workplace. Under this collaboration agreement, employers and
teachers seek to reach solutions on matters concerning workplace conditions.

The need to more actively engage the teaching profession extends beyond reasons of
politics and pragmatism. One of the main challenges for policy makers facing the demands
of a knowledge society is how to sustain teacher quality and ensure that all teachers
continue to engage in effective modes of ongoing professional learning. Research on the
characteristics of effective professional development indicates that teachers must be active
agents in analysing their own practice in the light of professional standards, and their
students’ progress in the light of standards for student learning.

Hargreaves (2003) has drawn attention to the difficulties of building collaborative
cultures in schools, and of extending these beyond a few enthusiastic well-led schools and
school districts. He argues that the approach adopted in a number of school systems
amounts to “contrived collegiality”, that is, collaboration imposed from above that “by
crowding the collegial agenda with requirements about what is to be done and with whom,
it inhibits bottom-up professional initiative ... As a result teachers sometimes actually
collaborate less or abandon collaborative ways of working once the urgency of
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implementation or creating a school improvement plan has passed.” (p. 130) He argues
instead for the creation of professional learning communities within and beyond schools,
which policy can be stimulated by policy that includes:

— Leadership development strategies that describe how to build and sustain learning
communities.

— Building indicators of professional learning communities into processes of school
inspection and accreditation.

— Linking evidence of commitment to professional learning communities to
performance-related pay and measures of teacher competence used in recertification.

— Providing seed money for self-learning in schools and among schools.

— Professional self-regulation through processes and organisations that include all
teachers.

—  Supporting the development and extension of professional networks of teachers.
7.2. Improving the Knowledge Base to Support Teacher Policy

Identifying and filling data gaps

The activity has drawn heavily upon available data and information on teachers, their
work and careers. In the process it has become apparent that this information addresses only
part of the spectrum covered by teacher policy, and that there are many substantial gaps.
Developing better national and international information on teachers would contribute to an
understanding of the underlying issues and problems confronting countries.

Indicators for informing teacher policy should be able to serve three main purposes:
inform the process of policy formation and allow key teacher policy issues to be addressed,;
reinforce public accountability by allowing judgments to be made about the quality and
effectiveness of teaching and learning in schools; and provide insight into teacher policy
issues and policy responses in other countries.

Specifically, a framework for indicators to inform teacher policy should describe:

— The societal and school factors that contextualise the teaching profession.
— Overall trends in the teaching profession and a profile of the teaching workforce.

— Trends, institutional structure, and outcomes of the preparation and development of
teachers.

— Trends and factors in attracting individuals into the profession, including determinants
of demand and incentive structure.

—  Structural elements and outcomes of the teacher labour market, including recruitment
procedures and selection criteria.

— Trends and factors in retaining effective teachers in schools, including school processes
that shape teachers’ work.
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Such a framework would enable these dimensions to be related to characteristics such
as: region of the country; characteristics of teachers; educational level and subject area; and
type of school and programme. For example, although the current project was designed to
encompass secondary teachers of vocational programmes, and teachers of students with
special needs, relatively little information is currently available on policy issues concerning
these types of teachers.

In addition, longitudinal data sets that follow groups of people over time, and which are
important for understanding career decisions of teachers at key stages, could provide many
important insights, but are largely unavailable in countries at the present time. There is also
a particular lack of data that compare teachers’ working conditions and careers with those
in other professions. Much of the data and research used in teacher policy formulation are
largely self-referential, and comparative information on other careers would help provide a
perspective on trends and findings in regard to teachers — as well as ideas for change.

Appendix 2 provides an indicators framework for informing teacher policy along with
an assessment of the general availability of data at both the national and international
levels. Key areas in which data are lacking in many countries as well as at the international
level include:

—  The nature and severity of teacher shortages.
— The characteristics and backgrounds of entrants to teacher education, progression rates

within teacher education and the impact of institutional structure and programme type
on student success.

— The destinations of recent teacher education graduates, the reasons graduates do not
enter teaching, and the early career experiences of new teachers including induction
mechanisms.

— Attrition and turnover rates for teachers by background characteristics and school type,
the reasons for leaving, and the destinations they choose.

— Teachers’ attitudes towards their work, including the major sources of job satisfaction
and dissatisfaction.

— Teacher time use, including the subjects taught and their relation to qualifications, and
non-classroom tasks and responsibilities.

— Salaries, non-salary benefits and working conditions, in relation to occupations
requiring similar qualifications.

— The provision of professional development including types of activities, time use and
incentives.

—  Support staff and the ways that their roles interact with those of teachers.
The OECD is working with countries to improve international data on teachers and

their work, in particular through its Indicators of Education Systems (INES) project, which
provided much of the data used in this report. The data gaps and priorities identified in the
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project will feed into the future developmental work of INES." In addition, the work of the
Programme of International Student Assessment (PISA) in measuring student learning
outcomes is contributing to a better understanding of the environment in which teachers
work. Other international organisations such as the ILO, UNESCO, IEA (International
Association for the Evaluation of Educational Achievement), and Eurydice are also
producing significant work to improve the international information base on teachers. For
example, the ILO and UNESCO have produced a statistical profile of the teaching
profession in a wide range of countries throughout the world (Siniscalco, 2002). Eurydice
has recently completed a comprehensive study of the teaching profession in Europe
covering topics such as initial training and transition to working life (Eurydice, 2002a),
teacher supply and demand (Eurydice, 2002b), and working conditions and pay (Eurydice,
2003).

Key research priorities

In most countries there are extensive research gaps concerning teachers’ preparation,
work and careers. Such research is important not only for improving the knowledge base
for teacher policy, but also as a way of introducing new information and ideas to schools
and ensuring that teachers engage more actively with new knowledge.

A crucial area in which research has yet to deliver more clear indications concerns the
attributes that make a good teacher. This makes it difficult to design a set of standards
teachers should meet and to conceive preparation and developmental programmes for
teachers, or to devise strategies for dealing with ineffective teachers.

There is a lack of comparative and cross-national studies on initial teacher education.
Several research gaps must be filled to learn more about effective teacher education and
development: Which pedagogical courses and instructional methods best serve professional
teacher preparation? What are the effects of subject matter courses and pedagogical
courses, and which mix is most effective? Little is known about the impact of different
forms of field experience on teacher effectiveness, or how these are best combined with
more theoretical studies. Longitudinal research is needed on the entrants to initial teacher
education and their subsequent careers, including those who enter the profession through
alternative routes.

The effects of different induction models on job satisfaction, teacher effectiveness and
teacher attrition should be more thoroughly measured. In particular, cross-national research
could open new ideas about mentor recruitment, preparation and incentive schemes. Other
research priorities include different approaches to the selection and training of school
leaders, and the relationship between school leadership, school climate and teacher
performance and job satisfaction.?

Little is known about the effects of different models of professional development on
teacher effectiveness and motivation to learn. Research is needed to determine the efficacy
of various types of professional development activities for different types of teachers at
different stages of their career. At this stage little is known about the providers of teacher
professional development and the ways that demand and supply interact.

! OECD work to improve international data on teachers also includes the World Education Indicators (WEI) project conducted in
collaboration with UNESCO.

2 In 2005 and 2006 the OECD will be conducting a project on improving leadership in schools.
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Career opportunities and the promotion process in the teaching profession have not
been extensively studied, although education systems are now placing less emphasis on
seniority in shaping career development. Current research tends to concentrate on the
decision to become a teacher, and much less attention is paid to what motivates teachers in
the profession. Further research is also required in the area of evaluation and accountability.
Little is known about key features of effective teacher evaluation schemes and the factors in
their successful implementation.

It is also clear that researchers have devoted relatively little attention to the elements
that structure the teacher labour market — e.g. the role of teacher unions, contractual factors,
bargaining mechanisms and recruitment practices. Questions to be addressed in the
literature include: What are the effects of making schools the direct recruiters or employers
of teachers? What are the effects of opening the profession to individuals with experience
outside education by creating alternative pathways into teaching?

Perhaps the most substantial research gap is the limited attention paid to the cost-
effectiveness of different policy alternatives. Although it is clearly important to know
whether a given policy change is likely to affect student achievement, this is an insufficient
basis for policy making. It is also necessary to measure the resources and costs involved,
and to determine whether those resources could have produced greater gains if used in other
ways.

Policy formulation would also benefit from more extensive monitoring and evaluation
of innovation and reform. Countries are finding that they can capitalise more on the
diversity within their systems by testing policy reforms on a pilot basis, with volunteer
schools and regions, before widespread implementation. Identifying the factors involved in
successful innovations and creating the conditions for their dissemination, mainstreaming
and sustainability in other schools are central to an effective implementation strategy.
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Appendix 1

HOW THE ACTIVITY WAS CONDUCTED

Background to the OECD Activity

The OECD Education Committee launched the Activity Attracting, Developing and
Retaining Effective Teachers in April 2002. The OECD Education Ministers placed great
importance on teachers in their April 2001 Communiqué Investing in Competencies for All.
They set out a challenging agenda for schools in responding to rapidly changing societal
needs and in providing the foundations for lifelong learning. The Ministers also drew a
clear connection between the challenges facing schools and the capacity of the teaching
profession.

“We have reviewed some of the development options for our schools. The more
optimistic of these could be jeopardised if a serious teacher shortage occurs. We
need to explore together strategies to attract and retain high-quality teachers and
school principals.” Investing in Competencies for All, (p.4).

Teacher policy issues were also a focus of the meeting of OECD Education Ministers
held in Dublin in March 2004. That meeting, which was concerned with Raising the
Quality of Learning for All, included a discussion of policy initiatives to improve teacher
supply and effectiveness. Ministers noted that “the quality of teachers and their work are
key determinants of student learning and the improvement of school systems.” (Dempsey,
2004).

Purposes of the OECD Activity

The OECD Activity was designed to respond to the strong interest in teacher policy
issues evident at national and international levels. The overall purpose was to provide
policy makers with information and analysis to assist them in formulating and
implementing teacher policies leading to quality teaching and learning at the school level.
The project’s purposes, analytical framework and methodology are detailed in OECD
(2002a). The main objectives were:

— To synthesise research on issues related to policies concerned with attracting,
recruiting, retaining and developing effective teachers.

— Toidentify innovative and successful policy initiatives and practices.
— To facilitate exchanges of lessons and experiences among countries.

— Toidentify options for policy makers to consider.
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The Activity was intended to extend and add value to the existing body of international
work on teachers. The critical role that teachers play is reflected in a wide variety of other
OECD activities including Staying Ahead: In-service Training and Teacher Professional
Development (OECD, 1998), Teachers for Tomorrow’s Schools (OECD and UNESCO,
2001) and the work by the Centre for Educational Research and Innovation (CERI) on
Schooling for Tomorrow (OECD, 2001) and developing teachers’ skills in formative
assessment (OECD, 2005). In addition, the OECD has led a major effort to strengthen the
international comparative database on teachers, including the annual publication Education
at a Glance: OECD Indicators, and the developmental work of the Indicators of Education
Systems (INES) Taskforce on Teaching and Learning. The latter, to a great extent building
on the OECD Teacher Policy Activity, has established the foundations of an international
survey of teachers, teaching and learning which it is proposed will be conducted
periodically.

The growing attention to teacher policy is also evident in the work of other international
organisations, including: the Council of Europe; the European Commission; the European
Training Foundation; Eurydice; the International Association for the Evaluation of
Educational Achievement (IEA); the International Labour Organisation (ILO); the United
Nations Educational, Scientific and Cultural Organization (UNESCQO); UNESCO European
Centre for Higher Education (CEPES); UNESCO International Institute for Educational
Planning (IIEP); and the World Bank. The OECD Activity has benefited from close co-
operation with these international organisations, and with the Business and Industry
Advisory Committee to the OECD (BIAC) and the Trade Union Advisory Committee
(TUAQC).

The Activity focused on primary and secondary schools. It encompassed vocational
programmes that serve secondary students, and special education programmes that enrol
students of school age, although in practice few of the country reports provided much data
on vocational or special needs teachers. The Activity’s design included both public and
private schools, although in practice much of the country data and policy discussion has
concentrated on schools in the public sector. While the major focus was on teachers, the
scope included other staff working in schools, and the ways in which their roles interact
with those of teachers.

Methodology and Country Participation

Cross-Country Collaboration

The Activity was based on volunteer countries working collaboratively with each other
and with the OECD Secretariat. It involved examining country-specific issues and policy
responses in attracting, developing and retaining effective teachers, and placing these
experiences within a broader, international framework to generate insights and findings
relevant to countries as a whole.

The collaborative approach provided countries with an opportunity to learn more about
themselves by examining their experiences against those of other countries. It was also
intended to add to the broader knowledge base by accumulating international evidence on
the impact of policy reforms, and the circumstances under which they work best.
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Two Complementary Strands

The project involved two complementary approaches: an Analytical Review strand; and
a Country Review strand. The Analytical Review strand used several means — Country
Background Reports, literature reviews, data analyses and commissioned papers — to
analyse the factors that shape attracting, developing and retaining effective teachers, and
possible policy responses. All 25 participating countries were involved in this strand. In
addition, nine countries also chose to host a Country Review, which involved external
review teams undertaking an intensive case study visit whose conclusions were then
reflected in a Country Note.

Participating Countries
The countries taking part in the project were:

— Analytical Review strand (25 countries, involving 26 Background Reports): Australia;
Austria; Belgium (Flemish Community); Belgium (French Community); Canada
(Québec); Chile; Denmark; Finland; France; Germany; Greece; Hungary; Ireland;
Israel; Italy; Japan; Korea; Mexico; the Netherlands; Norway; the Slovak Republic;
Spain; Sweden; Switzerland; the United Kingdom; the United States.

— Country Review strand (9 countries involving 10 review visits): Austria; Belgium
(Flemish Community); Belgium (French Community); Germany; Hungary; Italy;
Korea; Spain; Sweden; Switzerland.

National Co-ordinator

Each participating country appointed a National Co-ordinator. The Co-ordinator was
responsible for: communications with the OECD Secretariat about the Activity;
communications within the country about the Activity; ensuring that the Country
Background Report was completed on schedule; liaising with the OECD Secretariat about
the organisation of the review team visit for those countries which participated in the
country review strand; attending international meetings and workshops associated with the
Activity; co-ordinating country feedback on draft materials; and assisting with
dissemination activities. National Co-ordinators are listed in Table A.1.

National Advisory Committee

Most participating countries appointed a National Advisory Committee representing
key stakeholder groups. Its role included supporting the work of the National Co-ordinator,
overseeing the preparation of the Country Background Report, and assisting in the Activity
more generally. Where a country decided not to establish a National Advisory Committee,
it established processes for ensuring that the Country Background Report adequately
reflected the views and perspectives of the different stakeholder groups concerned with
teacher policy.

Country Background Report

All participating countries prepared a Country Background Report. These were
prepared in response to a common set of issues and questions, and used a common
framework to facilitate comparative analysis and to maximise the opportunities for
countries to learn from each other. The Background Reports were a major source of
material for this report. The guidelines for preparing the Country Background Reports are
detailed in OECD (2002a).
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The Country Background Reports were intended to be about 70 pages in length and to
be structured around the following main chapters:

1. National context
2. The school system and teaching workforce
3. Attracting able people into the teaching profession
4. Educating, developing and certifying teachers
5. Recruiting, selecting and assigning teachers
6. Retaining effective teachers
Table A.1. National Co-ordinators in the Participating Countries
Country National Co-ordinator
Australia Ms. Georgina Webb, Department of Education, Science and Training
Austria Ms. Dagmar Hackl, Federal Ministry of Education, Science and Culture (until November 2003 and from May
2004)
Ms. Sonja Euller, Federal Ministry of Education, Science and Culture (from December 2003 to May 2004)
Belgium (Flemish Comm.) Mr. Guy Janssens, Ministry of Education of the Flemish Community
Belgium (French Comm.) Mr. Dominique Barthélémy, Ministry of the French Community of Belgium
Canada (Québec) Mme Sylvie Turcotte, Ministry of Education, Québec
Chile Ms. Vivian Heyl, Ministry of Education
Denmark Mr. Laust Joen Jakobsen, Centre for Higher Education, Greater Copenhagen
Mr. Jergen Thorslund, Centre for Higher Education, Greater Copenhagen
Finland Ms. Birgitta Vuorinen, Ministry of Education (until December 2002)
Ms. Maija Innola, Ministry of Education (from January 2003)
France Mme Nadine Prost, Ministry of National Education, Higher Education and Research
Germany Mr. Michael Krueger, Ministry of Education of Hesse
Greece Mr. George Bagakis, Education Research Centre of Greece
Ms. Fani Stylianidou, Education Research Centre of Greece
Hungary Mr. L&szl6 Limbacher, Ministry of Education
Ireland Mr. lan Murphy, Department of Education and Science, (until September 2003)
Ms. Emer Egan, Department of Education and Science (from October 2003)
Israel Ms. Nora Cohen, Ministry of Education
Ms. Ruth Zuzovsky, Tel-Aviv University
Italy Ms. Caterina Veglione, Ministry of Education, Universities and Research
Japan Mr. Noriyuki Takeshita, Ministry of Education, Culture, Sports, Science and Technology (until July 2004)
Mr. Hayashi Towatari, Ministry of Education, Culture, Sports, Science and Technology (from July 2004)
Korea Ms. Ee-gyeong Kim, Korean Educational Development Institute
Mexico Ms. Dulce Maria Nieto de Pascual, Ministry of Public Education (until November 2003)
Mr. Francisco Deceano, Ministry of Public Education (from December 2003)
Mrs. Maria del Refugio Guevara, Ministry of Public Education (from December 2003)
Netherlands Mr. Ben van der Ree, Ministry of Education, Culture and Science (until December 2002)
Mr. Hans Ruesink, Ministry of Education, Culture and Science (from January 2003)
Norway Mr. Vidar Sollien, Norwegian Board of Education

Slovak Republic

Mr. Vladislav Rosa, State School Inspection

Spain

Ms. Myriam Valle, Ministry of Education, Culture and Sport (until September 2002)
Ms. Paz De La Serna, Ministry of Education, Culture and Sport (from October 2002)

Sweden

Ms. Ingrid Holmbéck-Rolander, Ministry of Education and Science (until August 2003)
Ms. Annelie Strath, Ministry of Education and Science (from September 2003)
Ms. Ann-Katrin Wirén, Ministry of Education and Science (from September 2003)

Switzerland

Mr. Stefan Denzler, Swiss Coordination Centre for Research in Education
Mr. Stefan Wolter, Swiss Coordination Centre for Research in Education

United Kingdom

Ms. Hazel Briant, Department for Education and Skills (from October 2002 to March 2004)
Ms. Hilary Emery, Department for Education and Skills

Mr. Max Galla, Department for Education and Skills (from May 2004)

Mr. Robert Mace, Department for Education and Skills (until February 2003)

United States

Ms. Kate Walsh, National Council on Teacher Quality
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Chapters 3 to 6 concentrate on the identification of the main policy concerns, a
description of trends and main causal factors, and a discussion on relevant policy initiatives
and their impact.

The work on the Country Background Reports took place mainly between June 2002
and December 2003. Countries differed somewhat in the time they joined the study and
time needed to complete and publish their Country Background Report. Countries also
differed in the extent to which they were able to include current data and policy
developments in their reports. Therefore the Country Background Reports do not all refer to
the same period, although most encompass developments up to about 2002. In early 2004
some countries prepared updates on their Country Background Report for publication on
the project website.

The Country Background Report is intended for four main audiences: the OECD
Secretariat and other countries participating in the Activity as an aid to sharing experiences
and providing material for this report; the team of external reviewers who visited the
countries who took part in the Country Review strand; those interested in teacher policy
issues within the country concerned; and those interested in teacher policy issues at the
international level and in other countries. The authors of the Country Background Reports
are listed in Table A.2.

Table A.2. Authors of the Country Background Reports

Country Authors

Australia Mr. Malcolm Skilbeck, Connell Skilbeck Educational Consultancy and Research
Ms. Helen Connell, Connell Skilbeck Educational Consultancy and Research

Austria Ms. Dagmar Hackl, Federal Ministry of Education, Science and Culture

Belgium (Flemish Community)

Mr. Geert Devos, University of Ghent / Vlerick Management School
Ms. Karlien Vanderheyden, University of Ghent / Vlerick Management School

Belgium (French Community)

Mme Jacqueline Beckers, Université de Liege
M. Steve Jaspar, Université de Liege
Mme Marie-Catherine Voos, Université de Liége

Canada (Pan-Canadian
Overview)

Council of Ministers of Education

Canada (Quebec)

M. Clermont Gauthier, Université Laval
M. M'hammed Mellouki, Université Laval

Chile

Co-ordinated by:

Ms. Paula Darville, Ministry of Education

Mr. Mauricio Farias, Ministry of Education

Mr. Cesar Mufioz, Ministry of Education, under the supervision of Vivian Heyl, Ministry of Education

Denmark

Mr. Jens Christian Jacobsen, Centre for Higher Education, Greater Copenhagen
Mr. Jergen Thorslund, Centre for Higher Education, Greater Copenhagen

Finland

Ms. Maija Innola, Ministry of Education
Mr. Touko Hilasvuon, Ministry of Education
Ms. Armi Mikkola, Ministry of Education
Ms. Kristiina Volman, Ministry of Education
Ms. Birgitta Vuorinen, Ministry of Education

France

Mme Frangoise Cros, Conservatoire National des Arts et Métiers
M. Jean-Pierre Obin, Inspecteur général de I'éducation nationale
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Table A.2. Authors of the Country Background Reports (Continued)

Germany

The background material had a number of separate components:

- Country Background Report: Secretariat of the Standing Conference of the Ministers of Culture of the
Léander.

— Supplement to the Country Background Report: Peter Débrich, Klaus Klemm, Georg Knauss and Hermann
Lange.

— Trade Union views at Federal Level: by DBB (Deutscher Beamtenbund, German Federation of Civil
Servants); and GEW (Gewerkschaft Erziehung und Wissenschaft, Trade Union of Education and Science).
— L&nder Background Reports:

Baden-Wiirttemberg: Ministry of Education, Youth and Sport.

Brandenburg: Ministry of Education, Youth and Sport.

Hamburg: Department for Education and Sport (edited by Monika Renz).

North-Rhine Westphalia: Ministry of Schools, Youth and Children (edited by Giinther Neumann); report
complemented with contributions from local stakeholders.

Greece

Ms. Fani Stylianidou, Education Research Centre of Greece
Mr. George Bagakis, Education Research Centre of Greece
Mr. Dimitris Stamovlasis, Education Research Centre of Greece

Hungary

Co-ordinated and edited by L&szlé Limbacher, Ministry of Education, with contributions from:

- Anna Imre, Néra Imre, Mdria Nagy, Tamas Schittler, National Institute of Public Education.

- Mihdly Kocsis, University of Pécs.

- Méria Bedta Varga and Magdolna Faragé-Sods, Ministry of Education.

— Péter Galasi and Julia Varga, Budapest University of Economic Sciences and Public Administration.

Ireland

Mr. John Coolahan, National University of Ireland Maynooth

Israel

Ms. Ruth Zuzovsky, Tel-Aviv University
Ms. Smadar Donitsa-Schmidt, Tel-Aviv University

Italy

Mr. Rosario Drago, Ministry of Education, Universities and Research
Appendix on the “burn-out syndrome” among teachers by Mr. Giorgio Basaglia and Mr. Vittorio Lodolo D'Oria

Japan

Mr. Kazumitsu Fujita, Ministry of Education, Culture, Sports, Science and Technology

Korea

Ms. Ee-gyeong Kim, Korean Educational Development Institute
Ms. You-kyung Han, Korean Educational Development Institute

Mexico

Ms. Maria del Refugio Guevara, Ministry of Public Education
Ms. Laura Elena Gonzélez, Ministry of Public Education

Netherlands

Ms. Marion Meesters, Bureau Meesters en Oudejans

Norway

Ms. Selma Therese Lyng, Work Research Institute
Mr. Jon Frode BlichFeldt, Work Research Institute

Slovak Republic

Co-ordinated and edited by Mr. Matej Be o, Institute for Information and Prognoses of Education, with
contributions from: .

—J. Herich, M. Lipska, J. Raskova, E. RebroSova, J. Smida, P. Straka, L’.Sim &kova, E. Tomanova, M.
Zvalova, and P. Zverka, Institute for Information and Prognoses of Education.

- V. Rosa, L'.Tuzinsky, and S. Christenko, State School Inspection, Bratislava.

- E. Petldk, University of Constantinus Philosopher in Nitra.

— M. Novak, Methodical-Pedagogical Centre in Banska Bystrica.

Spain Mr. Ernesto Ortiz Gordo
Mr. Virgilio Sanz Vallejo
Mr. Juan José Alvarez Prieto

Sweden Produced jointly through collaboration between the Ministry of Education and Science (Ms. Ingrid Holmbéck-
Rolander, Ms. Annelie Strath and Ms Ann-Katrin Wirén), Uppsala University (Ms. Maria Folke-Fichtelus and
Mr. UIf P. Lundgren), and the other members of the National Advisory Committee

Switzerland Ms. Karin Miiller Kucera, Education Research Center (SRED), Geneva
Mr. Martin Stauffer, Swiss Conference of Cantonal Ministers of Education (CDIP/EDK), Bern

United Kingdom Mr. Alistair Ross, London Metropolitan University
Mr. Merryn Hutchings, London Metropolitan University

United States Ms. Kate Walsh, National Council on Teacher Quality

Note: The Country Background Reports are available from: www.oecd.org/edu/teacherpolicy

Country Review Visits

Another major source of material for this report was the set of Country Notes prepared
by the external review teams that visited countries taking part in the Country Review
strand. By providing an external perspective on teacher policy issues in the countries
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concerned, the Country Notes were also intended to contribute to national discussions, as
well as inform other countries about policy innovations underway.

For each country visited, a team of up to five reviewers (including at least one OECD
Secretariat member) analysed the Country Background Report and associated materials and
subsequently undertook an intensive case study visit of about 10 days in length. The
reviewers were selected in consultation with the country authorities to ensure that they had
experience relevant to the main policy issues in the country concerned. The study visit
aimed to provide the review team with a variety of perspectives on teacher policy and
included meetings with senior policy makers, teachers, parents, school principals, teacher
unions, teacher educators and researchers; visits to schools and teacher education
institutions were also included. The objective was to accumulate sufficient information and
understanding on which to base the analysis and policy recommendations. Details on the

country review visits are given in Table A.3.

Table A.3. Thematic Country Reviews and Team Members

Country

Review team

Austria
27 April - 6 May 2003

Mr. Phillip McKenzie, OECD Secretariat

Ms. Frangoise Delannoy, formerly with The World Bank, France (Rapporteur)

Mr. Ben van der Ree, formerly with the Ministry of Education, Culture and Science, the Netherlands
Mr. Stefan Wolter, Swiss Co-ordination Centre for Research in Education, Switzerland

Belgium (Flemish
Community)
3-12 November 2002

Mr. Phillip McKenzie, OECD Secretariat (Rapporteur)

Mr. Paulo Santiago, OECD Secretariat

Ms. Hilary Emery, Department for Education and Skills, United Kingdom
Ms. Anne Sliwka, University of Erfurt, Germany

Belgium (French
Community)
9-17 June 2003

Mr. Paulo Santiago, OECD Secretariat

Mr. Claude Lessard, University of Montreal, Canada (Rapporteur)

Mr. Jeannot Hansen, Ministry of Education, Luxembourg

Ms. Karin Miller Kucera, Education Research Centre (SRED), Geneva, Switzerland

Germany Mr. Paulo Santiago, OECD Secretariat

14-26 September 2003 Mr. Gébor Haldsz, National Institute of Public Education, Hungary (Rapporteur)
Mr. Mats Ekholm, National Agency for School Improvement, Sweden
Mr. Peter Matthews, Office for Standards in Education (Ofsted), United Kingdom
Mr Phillip McKenzie, OECD Secretariat (Brandenburg visit only)

Hungary Mr. Phillip McKenzie, OECD Secretariat

8-17 June 2003

Mr. Dale Ballou, Vanderbilt University, United States (Rapporteur)
Mr. Michael Andersen, Danish Evaluation Institute (EVA), Denmark
Mr. Ewald Brunner, University of Jena, Germany

Italy Ms. Yael Duthilleul, OECD Secretariat and The World Bank
12-23 May 2003 Mr. UIf Lundgren, University of Uppsala, Sweden (Rapporteur)
Mr. lan Murphy, Department of Education and Science, Ireland
Ms. Maria Jesus San Segundo, University Carlos Ill, Spain
Korea Mr. Paulo Santiago, OECD Secretariat

20-29 April 2003

Mr. John Coolahan, National University of Ireland Maynooth, Ireland (Rapporteur)
Mr. Akira Ninomiya, University of Hiroshima, Japan
Ms. Rowena Phair, Ministry of Education, New Zealand

Spain
8-18 June 2003

Ms. Yael Duthilleul, OECD Secretariat and The World Bank
Ms. Frangoise Cros, University Paris V, France (Rapporteur)
Mr. Christian Cox, Ministry of Education, Chile

Mr. Kari Kantasalmi, University of Helsinki, Finland

Sweden Mr. Phillip McKenzie, OECD Secretariat

18-27 May 2003 Mr. Geert Devos, University of Ghent / Vlerick Management School, Belgium (Rapporteur)
Mr. Lawrence Ingvarson, Australian Council for Educational Research, Australia
Mr. Frode Hauge, Ministry of Education, Norway

Switzerland Mr. Paulo Santiago, OECD Secretariat

9-18 March 2003

Mr. Alan Wagner, State University of New York at Albany, United States (Rapporteur)
Mr. Christian Thieme, Standing Conference of the Ministers of Education and Culture (KMK), Germany
Ms. Danielle Zay, Université Charles de Gaulle Lille 3, France

Note: The Country Notes prepared by the review teams are available from: www.oecd.org/edu/teacherpolicy
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Data Request

In addition to the Country Background Reports, all countries supplied data on teachers
in areas that were not already available through the OECD’s Indicators of Education
Systems (INES) project. The data covered the supply and mobility of teachers, teacher
vacancies, the appointment and qualifications of teachers, union membership and
retirement age. Countries drew on existing data sets to supply the information, and did not
engage in any new data collections. Selected indicators derived from some of these data are
used in several parts of this report. These indicators must be treated cautiously, however,
since most countries were only able to supply limited data, and the data were not originally
collected with a view to international comparability. The data provided by countries have
been helpful in mapping the current availability of data on teachers, and identifying
priorities for further work. The latter was undertaken in close collaboration with the
Indicators of Education Systems (INES) Taskforce on Teaching and Learning.

Commissioned and Background Papers

The Activity was enriched through two commissioned papers and one literature review
taking up particular issues in depth:

— The Economic Cycle and Teacher Supply, 2003, by Peter Dolton, University of
Newcastle-upon-Tyne and London School of Economics; Andrew Tremayne,
University of York and University of Sydney; and Tsung-Ping Chung, London School
of Economics.

— School Leaders: Changing Roles and Impact on Teacher and School Effectiveness,
2003, by Bill Mulford, University of Tasmania.

— Performance-Based Rewards for Teachers: A Literature Review, 2003, by Owen
Harvey-Beavis, University of Melbourne.

In addition, two background reports were prepared to assist the conceptualisation and
preparation of the Activity:

— Teacher Demand and Supply: Improving Teaching Quality and Addressing Teacher
Shortages, 2002, by Paulo Santiago, OECD Secretariat.

— Teacher Education and the Teaching Career in an Era of Lifelong Learning, 2002, by
John Coolahan, National University of Ireland, Maynooth.

Experts Meeting and National Representatives Meeting

At the conceptualisation stage, the Activity derived great benefit from the views and
perspectives of a group of researchers and policy-makers convened at an Experts meeting
organised in Paris on January 2002. The group was composed of Peter Dolton (University
of Newecastle-upon-Tyne and London School of Economics), Richard Ingersoll (University
of Pennsylvania), Guy Janssens (Ministry of the Flemish Community, Belgium), Alain
Michel (Inspection générale de I’éducation nationale, France), Rowena Phair (Ministry of
Education, New Zealand), Joron Pihl (Oslo University College, Norway), Juana Sancho Gil
(University of Barcelona, Spain) and Jan van Ravens (Ministry of Education, the
Netherlands).

In addition, prior to the launching of the Activity, a meeting of national representatives
was organised in Paris on March 2002 with the participation of 19 countries, relevant
stakeholders and other international organisations. The meeting outlined the way in which
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countries could take part and led to a final agreement regarding the design and
implementation plan for the Activity.

Workshops

In order to facilitate sharing of lessons and experiences among participating countries,
country-hosted workshops were periodically organised throughout the Activity. In addition
to the country presentations, international experts and key stakeholders were invited to
contribute to the debate. Details on the workshops are provided in Table A.4.

Table A.4. Workshops of Participating Countries

Date and location Hosts Main Issues treated
Brussels, Belgium Ministry of Education of ~ — Preparation of Country Background Reports.
27-28 May 2002 the Flemish Community  — Data needs and developments.
of Belgium — Eurydice work on lower secondary teachers.
— Attracting and retaining effective teachers in the Flemish Community.
Paris, France OECD - Country progress on the Activity.

25-26 November 2002 — Work on teachers by other International Agencies.

- Thematic discussion groups (improving teacher recruitment and supply, strengthening
teacher competencies, reorganising teachers’ work and the role of support staff).

— Improving the information base for teacher policy (perspective from several international
organisations).

— Stakeholders’ views on key issues in teacher policy (trade unions and employers’
organisations).

- Country progress on the Activity.

— Work on teachers by other International Agencies.

— Leadership in schools: discussion of the commissioned paper.

— The economic cycle and teacher supply: discussion of the commissioned paper.

— Initial themes and issues arising from the Activity.

Education Research
Centre of Greece

Athens, Greece
4-5 June 2003

Paris, France OECD — Country progress on the Activity.
29-30 January 2004 — Work on teachers by other International Agencies.
— Synthesis Report from the Activity: Discussion of the extended outline.
- Demand for Teachers: a microsimulation model for projecting teacher needs.
— Discussion of dissemination plans and possible follow-up projects.
Bordeaux, France Ministry of National — Discussion on teacher policy in France (teacher recruitment policy and human resource

10-11 June, 2004 Education, Higher
Education and

Research of France

management; the education and development of teachers).

— Draft Synthesis Report: detailed discussion.

- Planning of dissemination activities.

— Future work on teachers at national and international levels.

Dissemination

The Activity had a strong emphasis on dissemination from the outset. Participating
countries were encouraged to consult widely with the education community in the
preparation of Country Background Reports. A number of countries published their reports
and distributed them to schools and teachers. When conducting the country review visits
the review teams sought the views of large numbers of organisations and individuals.

To facilitate dissemination and encourage feedback, all project documents have been
placed on the Activity’s website: www.oecd.org/edu/teacherpolicy. Throughout the
Activity, the OECD Secretariat made over 30 presentations about the project to a wide
range of conferences, and to groups of visitors to the OECD, and gave a large number of
media interviews.

The Netherlands Ministry of Education, Culture and Science hosted an international
conference in Amsterdam on 18 and 19 November 2004 to conclude the Activity and
launch this report. The conference, entitled Teachers Matter: Attracting, Developing and
Retaining Effective Teachers, examined how teacher policy can be developed and
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implemented to promote quality teaching and learning in schools. Keynote addresses were
given by Andrew Hargreaves (Boston College) and Victor Lavy (The Hebrew University of

Jerusalem). Details are available on the conference’s website:
http://www.minocw.nl/congres _ocw-oecd. National and regional conferences are also
planned.

In addition, the Activity also contributed with:

— Documentation — Issues Paper, OECD Policy Brief, and OECD Observer articles — to
support the discussion of the theme Improving teacher supply and effectiveness, which
was part of the meeting of OECD Education Ministers held in Dublin on 18-19 March
2004.

— A chapter on The Teaching Workforce: Concerns and Policy Challenges for the 2002
edition of the OECD’s publication Education Policy Analysis (OECD, 2002b).

— A chapter on The Labour Market for Teachers for the International Handbook on the
Economics of Education (Santiago, 2004) published by Edward Elgar.

References

Dempsey, N. (2004), Chair’s Summary, Meeting of OECD Education Ministers: Raising
the Quality of Learning for All, Dublin, Ireland, www.oecd.org/edumin2004

OECD (1998), Staying Ahead: In-service Training and Teacher Professional Development,
OECD, Paris.

OECD (2001), Schooling for Tomorrow: What Schools for the Future? Centre for
Educational Research and Innovation, OECD, Paris.

OECD (2002a), Attracting, Developing and Retaining Effective Teachers: Design and
Implementation Plan for the Activity, Paris. Available from
www.oecd.org/edu/teacherpolicy

OECD (2002b), “The Teaching Workforce: Concerns and Policy Challenges”, Chapter 3 in
Education Policy Analysis 2002, OECD, Paris.

OECD (2005), Formative Assessment: Improving Learning in Secondary Classrooms,
Centre for Educational Research and Innovation, OECD, Paris.

OECD and UNESCO (2001), Teachers for Tomorrow’s Schools: Analysis of the World
Education Indicators, Paris.

Santiago, P. (2004), “The Labour Market for Teachers”, in G. Johnes and J. Johnes (eds.),
International Handbook on the Economics of Education, Edward Elgar, Cheltenham,
United Kingdom.

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



APPENDIX 2. AFRAMEWORK FOR INFORMING TEACHER POLICY- 233

Appendix 2

A FRAMEWORK FOR INFORMING TEACHER POLICY

TEACHERS MATTER: ATTRACTING, DEVELOPING AND RETAINING EFFECTIVE TEACHERS - ISBN 92-64-01802-6 © OECD 2005



5002 0230 ®@ 9-208T0-¥9-26 NESI ~ SYIHOVIL FAILDTH43 ONINIVLIY ANV ONIdOT1IAIA 'ONILOVHLLY HILIVIN SHIHOVIL

O O] peoJqe Woy pally $18yoes) JO punoibxoeqg pue JaguinN S9113UN0J UBIBI0Y UI JUBWIINIOSY

[@) ® abe 1uaWwalilal puoAaq BuisJom 1oy sawayds

@) ® abe JuawaJnal [enjoe pue [eba] seaInay

@) o) SJUBJIUB-8J JO SOIISLIBIOBIBYD pUB JAaqUINN Buiyoes) ojul SjueIIUB-8Y

[@) ® uoissajoud Buiyaesl ayy buines| 1o} suoseay

@) ® uoissayoud Buiyaea) auy aAes| oym SI1ayaes) Jo suoljeunsaq

@) ® uoryisod Buiyoes) 118y} 8ABS| OYM SIaYIes) JO Suoleunsag

O [0} SaJel UOIILIIe pue JaAouIn ] 150d Jayyoue 03 Buinowy/uoissayoid Buines) siayoea |

O (©] S|00YJS SSOJIE S82IN0SAI JayIes) JO uonnquIsia

(O] ® 1113 03 JNDIHHIP B8 YDIYM SBIOUBIBA IBA0I 0} Pash SPOYISIN

® ® W11 03 )NLIP,, 31 10 P3]|I4UN Paulewal Jey} Sa1ouedeA JO JaquinN

o ® saloueIeA Bulyoes) 01 aAle|al syuealjdde Jo JaquinN

o ® S|e1juapaJd d1WapeIk BuIpn|oul ‘S)UBIIUS JO SINSLIBIORIRYD

O o] s13yoes) pajutodde Amau 4o suIBblIo pue JBGUWNN' sassaa0id JUSWIINIYAI JO S3LI0IINO pue BulyIes) ojul Siueu

o ® S1942e8) MaU JO saousliadxa Jaaled Ajieg

o ® sajenpeli uoiyeINpPa Jayaea) JUsdal JO suoleunsag

@) ® uoI1eINPa Jayaes) [eniul ul sees uona|dwod pue uoissaiboid UOI7eINPA JayJes] [eNiul WOy Sejenpels uoissajoad Buiyoesy
(@] ® SjueJus JO SdsLsIdRIRYD puk JBqUINN uoI1eINPa 13Yyaes] [elliul ojul Ssueug 40 IN0 pue ul smo|4
° Y awn-ped/awn-|In4 snyess Buiyoes |

@) ® 90UB1IadXa JO SIBBA

(0] ® 1ybne; 198lgns ul s1ayaesl paiyijenb Jo uonodoid

® ® suolealyijenb olwapese ‘snyels uoiedILeD S[enuapaiD

O (O] And1uyps/punolbxeq feamind 39.10p}40M
[ ] [ ] Japushb ‘sby a[iyoid oydesbowsq Buiyoesy ays Jo aj1yoid
° ° S|00YJS Ul JUSLISBAUL |10} 0} SAIIR|3J SI8YIe3) UO S32IN0say 3910}40M
[ ) [ ) 92104 INOQE| [£10} 0} BAIIR|3J PUB BZIS 8)N|0SqY Buyoesy ayy Jo azIS
O ® UOIIOBJSIIESSIP pue Uonaeysiyes qol Jo saoinos Jofey

O ® JUSWHILIWIOD PUE WSBISNUIUS ‘BJeIoW SIaYdes |

@) ® uoIssajoid 418y} UO SMIIA S1aYdes | SapnIe ,SIaydea | uoissayoud
O © uolssajold Buiyoesy ayy uo suondaaied a1jgqnd sapnine o1jgnd [eseuss  Bulyoes) uo SMAIA [ea8UdD)

|9A3] [RUOITRUISIUI 1Y/  [9A3] [RUOIIRU 1Y
'IEp 10 AIjICR|IeAR [213U8D)

s100dsy

uolyewriojul Jo adA raY

F0HO04XHOM ONIHOVAL 8ul pue NOISSI40dd ONIHOVIL IHL

AJI'10d 43HIOVAL ONINHOANI 404 XHOMINVHL V

ALIAILOV 43HOVIL ONIWHOANI 404 YHOMINVYHL V — ¢ XIANIddV |.VMN



5002 230 @ 9-20870-79-26 NESI ~ SHIHOVIL AILOIH43 ONINIVLIY ANV ONIdOTIAIA 'ONILOVHLLY HALIVIN SHFHOVAL

21N10NJ1IS WNNOLLUND ‘Bulures] souelsip pue ABojouyds) 40 asn
sjooyos Ui yyels uoddns Jo AljigejieAy

S)USPNIS 10§ LI} UONONAISUI paiinbay
peo| Buiyoea) ‘o13el 1ayIesl-1uapnis azis ssed abelany

Bu1jooyos jo uonesiuebio

® © ®@0Oi1® @@ ®0

uoiejndod uapnis Jo uonnqLisip [ealydelboas
uoneanpa Alosindwod Jo abe Buipus pue Buiuels
sa1el uonualal apelB-ul ‘sajel uonedionted jooyos aby
uoireindod abe-jooyas ayl Jo ainjoniis aby

uonejndod spns $4342e3a) 40} puewsq

SY3IHOVIL 10} ANVINTA

Juawidolanap |euolssajoud Joy 186png jooyds $1s09 Jo Bulieys

juawidolanap Jeuolssajoid o Buioueuly

uolssajoud Buiyoesl 01 buiuinias asoyl oy sawieifold
sIayaea} Jo} saiunpoddo yoseasay

UOMBIIII83 puE Uuonowo.d 0} SyuI

uolisinoid paseq-100yds

uoneinp ‘uonesiuefio ‘siseydwa pue JuauU0D

S3IMAIOR JUBWAO[BA3P [eUOISS3L01d

sJ1apIA0Ad JO UOIIEN[BAS pUB UOITeIPaIddY
sanIARoe "Aap “Joid Buipinoid suonnisul Jo sadA L

sIap1Inoid

Juswdo|anap [euoissajoud 4oy saniold pue spaau Jo UoIedUSP]
sjan| uonedioned
sJayoea) 40} Juawialinbal [eba) wnwiuny

sawwelboud Jo ad10yd pue uonedidied  JUBWAOIBASP [BUOISSB401d

slayoea) Buisnoeld Joy sawwelbold uoiealy 111809y
99Ud21| BuIydea) B UIeIqo 0} Sluswalinbay

$43Yoes) Jo uone

18D

SAAIIUSOUI JAY10 pUB [e1oURUI4

UO112INPA JaYaea) [R1IIUI 3EH3PUN 0} SSAIIUSIU|

sjuawialinbal uoirenpesf ‘sa1ousladwiod sarenpelb Jo aj140ld

sawiweiBo.d uoIRONPa I3YIE8) [BIIUI JO SAWO0JINO

O O O1010]® O|6 © OI6 OI® © © © 016

00 ©:i©: 0|0 0|0 O OO0 OIOO @ ® ©:i®

sawwelboud Jo uoirenfens
$107e2Npa 134283} J0 punoIBXIRg pue S|eruspPalD
UoI1e}IPaIdJe 10} BLIBYD ‘UOIIe)paIade Bunuelf suonnisu|

sawwelboid
UOIYBINPA JaUoea) [BI1IIUI JO UOIIEN|BAS PUR UOILIP3IddY

uoneanp ‘sawwresboid jo uoinesiuefio
‘(Buiuses) aouRISIP ‘pased-]00yds ‘suolNIiIsUI [euoipes) 'B9) Bunies

uoIeINPa
19y2e8) [eniul Jo sawweBoid aAIreulsle JO INONNIS

010

®
®

[OHO]

s|ooyas yim sdiysiaupted pue syui

(souaniadxa [ooyds eanoeid

‘uonesedald jeaibobepad ‘abipajmouy| Jarrew-10algns) siseydwia pue 1uau0D
uoieinp ‘(uoisinold

10 AJIJ1QIX3]4 ‘1UBLINJU0I JO 3AINJaSU0d *f-a) sawwelbold Jo uonesiuebio
s31n0J Jo AlIsIanig

sawwresfoud Jo ainonis

®

sjuswalinbal souesug

uolieonps Jsyaes] [eniul ojul ssuenuy uo1edINPs 18yaes) [eniu|

|9A3] [eUOIRUIBIUI 1Y

|9A3] |euoijeu 1y

'IRp 10 AIjICR|IeAR [243URD)

s100dsy

uolyewriojul Jo adA raY

SHYIHOVAL 40 INFWJO13AIA Pue NOILVHVd3dd

mmuN —A0I170d d43HOVIL ONINHOINI 404 YHOMINV YL V ¢ XIANIddV



5002 0230 ®@ 9-208T0-79-26 NESI ~ SHIHOVIL FAILITH43 ONINIVLIY ANV ONIdOTIAIA 'ONILOVHELLY HILIVIN SHIHOVIL

s43yoea)
® ° awiy Jo spouiad Hoys 1oy S1ayaes) ade|dai 03 pasn SWISIUBYIBIA 10 JuaWaoe|dal WI8)-1I0ys
O ® AJisnpul Ut %40m 0} SJaydes} Jo} sswwelbold AiAnoe
e ° Buiyoes} 03 sjuesjus-apIs J0j sawwelBold  JO SI0198S JBYI0 pue JxIeW INoge| Jayoeal usamiad AM|IqoIN
e} 'y (BuiAl] Jo 1509 ybiy Joy uonesuadwod ‘saipisgns uolrelodsuely '6°3) saAnUBIU|
(sa13uN09 uIyHM doUsLIAdXd
e} ° sJom pue suoneaiyijenb Buiyoes) jo uoniubodas *6:a) Aljigow 01 sisLeg 19)JBW JInoge| Jaydeal utyim AMjIqoN Angon
[e) Y peoIge WoJj SI8ydes) INIdal 0} SBAIUBIUI PUB SWISIUBYIBIA SOLIIUN0D UBIBI0} Ul JUBWHNIOBY
® ® ©BLI311I0 UOI1I3|8S pue $8inpadoid ‘saii|igqisuodsal Juswiiniosy BLISILIO UONO39S PUB
® ) Ajdde 01 eLRILD ApIgI613 saInpaooid JusWIINIORY $81NpPad0.d JuswiiInidey
O 0] uonesiuolun o saifaq
® ° SPJeMal [9AB]-[ENPIAIPUI JO 8DUBISIXT
o L4 saLaiBe 8AN99]100 40 2UBISIXT Bururebeq Jo UoNESI[EIIUSD JO |9
® ° 108J3U0 JO UOIeUILLIS) JO [eMaUaJ 10} Siseq ‘poliad Areuoneqold
® ) 10B13U00 40 8dA3 ‘sIByoea} J0 snyels JuswAholdwz S)UBLUB]S [EN1JRAUOD  SUOIINIASUI 18%.Jew dnoge-]
13IHMHVIN dNOAV1 d3HOVAL 8yl JO JHNLONYLS
o L4 Bururesy ao1A18s-Ul 1oy seniunuoddo ‘spreme Buiyoea] 19Y10
O ® aWI} payiWi| Joy [00YIS APISING MIom 0} saptunyoddo
o) ° spoliad [ealreqqes ‘awi uoieseA SHJaUaq aAEET]
O Py anes| axe} 0} AN|IqIXal4 BINPaYIS Jo AN[IGIXS]S YIOM swIl-Hed uoissajold Jo ANNIQIXa|4  SBAIIUBIUI AJe)BUOoW-UON
@) ° S11Jauaq uolsuad JusWINeY
® Y (areapyiyd ‘Buisnoy 69) saipisgns ‘(uonusial ‘buiubis 6a) sasnuog
[ ) [ ] B3O pUR S30UBMOY|e ‘S|2A3] \Cm_mw Buiyoeal sjIym SaAIUBJUI Arelauo
@) ° sal|igisuodsal pue sajol Mau Joy saniunuoddo :uolrenualaylg
O Y uonowoud Joy siseq ‘1ayoea) e se uonowoid Jo4 sanunuoddo uonowoId
® [ J (ysbusy ‘aamonns ‘Jequinu 69) sejeds Alejes 81N10N13S J8aie) sanunuoddo 49aie)
|9A8] [eUOIBLIBIUI 1Y  [3A3] |euOlleU 1Y
elep Jo Alljige|reAe [eaauss) s10adsy uonewoyul Jo adA | BaIY

SAAILNIONI pue STILINNLHOddO 4334VD

ALIAILOY 43HOVIL ONIWHOANI 404 YHOMINWVYHL V — ¢ XIANIddV |©MUN



5002 230 @ 9-20870-79-26 NESI ~ SHIHOVIL AILOIH43 ONINIVLIY ANV ONIdOTIAIA 'ONILOVHLLY HALIVIN SHFHOVAL

"3]qe|1eAR eyep aAlesedwod yons 3| si aJay) ‘Ajgreuniioqun “suoiyeaisifenb Jejiwis Guiiinbal suoiednddo 1oy 8|qe|IeAR Sem UoITeWIOUI 9] qesedwod 41 [NJaSN 3I0W 3 PJNOM SI3818D PUB XJOM 113y} ‘SI8LIes) U0 UOITeWIoul
3y} 40 YaN|Al "suoiednad0 Jay1o 03 3AITR|S] 10U PUe §[as)l UoIssajold Buiyoes) ay) U0 UOITBWLIOUI/BIEP IO} Passasse SI AJlj1qe|IeAR Sy L "3|qel S} Ul PaiapISu0d 19M S3IPNIS LI} SUO JU3J8) PUE BIEP JO UO0ID3||09 d1poLiad 3y} yiog
3|qe[IBAR SI UONBWIOMUI SAISUBIXT @

3|qe|IeAR SI UOITBWIOJUI BWOS  ®

3IqBIIBAR S| UOIRWLIOJUI BT ®
a|e|I_AR SI UONRWIOII ON O

:S3113UN0d

$s0.0® suostiedwod sa|qeus Jeyr Aem e ui suorjesiuefio jeuoireulsiul A paystignd usaq Apealfe sey YoIym UoeLLIosUl/erep S0 ALIjIGR|IBAR S} JO JUSLLSSISSE U 0} S1ajal [9A9] [euoIieulalul T8 elep Jo Alljiqe|iene [eauss

's|ana| parebaibibesip asayl 1e eiep Jo Alljige|ieAR 8y} Ssasse 01 9]gissod Usag 10U Sey 3 "Ssiaydesl pue sjooyds ‘suoibal Jo sadAl Juaiaylip 10} a|gejIeAR ag ISNW 1 [NJasn 1SOW ag 03 UoIeWIo Ul A1JUN0d ay) 04

UOIBWIOJUI SIY) 8ABY SBLIUNOD |IVY @
UOIBWIOJUI SIY) BABY SBLIJUNOD JSON @
UOIIeWIOJUI SIY} 3ARY SBLIIUNOD BWOS @

UOIIRWIOJUI SIU} 3ARY SBLIIUNOI M3 O

:pauIadU0 103dse By} 1N LOITRLLIOJUI/eIep BARY YDIUM S3LIUN0D Bunedionied JO Jaquinu 8y} JO JUSLUSSISSE UE 0 S19ja) [3A3] [euoleu Je erep Jo Alljige|iene [eJauss

:S9]0N
O ® $1340ea) 9AI109)aU1 10J S3SS8I0.1d
® ® Juswdojanap [euolssajold pue spJemal 03 YulT S}|nsa. uoljen[eAs 03 sasuodsay
o ® pasn |00} ‘UoleNn|eAa 10} LD ABojopoyia N
O ([ ] uolren|eAs 1o} a|qIsuodsal suosiad siojenjeAny
O ([ ] UOIIeN[eAd 00YJS ‘UOITeN|eAd Jaydes) [enpIAIpU] 1X8ju0d Ajigeiunodoe
(@] ([ ] Anaipouad ‘sewsyds A10jepueLl [eulio) Jo 8dUdISIXT 20UaISIXT pue uolen|eAs Jayoes |
Awouolne
@) ® senlIqisuodses pue Bupyew uoIsIdap Jaydes) JO sealy Jeuoissajoad Jayoes |
@) ° uoljeinp pue ainpadoid juswiutodde ‘ainonns JuswaBeuew [00ydS
® ( ] JUBWAO[3ABP PUB SUOIIPUOD BUIIOM ‘UONDB|8S [3UL0SIad Awouoine [00yds JO Sealy Bunfew uoisiosp 100yds
® Y ye1s uoddns Jo Aljige|reAy
® ® S[elialew [euollanJIsul pue sai|1de
® ® Buiyoes) uey J8Y1o syse
) Y S3SSB|9 JO Jaquuinu :zis ssejd ‘sinoy Buiyoes | PeOYIOM SUOIIPUOD BUI IO
® ® Buiyoes) wes |
® ® $9]0J BUIYOL8)-WO0ISSE|I-UOU JO SUOIIPUOD PUE 3dURISIXT ]00y3s Ul $8]0J JO UolenUaIRKIa
[0} [0} SN B J8yoea) 's1syoesl 1o} 8]1404d qol Jo sousIsIX] sai|igisuodsal pue sysel Jo uoniuaq 340M Jo uongesiuebio
® ® uonresuadwod pue Buiuresy J1ay) ‘Woddns Buipinoad Joy ajqisuodsas suosiad 1oddns Jo uoisinoid
O ® SUOIIN}IISUI UOIJEINPS Iaydes) LM UOIeIoge][0D
uoneinp ‘(Buluren
® ® Jayuny ‘sdnouB uoissnasip ‘peoyiom pasnpal ‘Buiyoeod “H9) stuswis|3
® Y sawiwesBoud uononpul Aloyepuew Jo 89UISIXT uonedionied Buiyoesy 03 uondNPU|
|9A3] [euoleuIlul 1y  [3A3] [euolleu 1y
elep JO AM|Iqe|IeA. [e13usD) S199dsy uonewJoyul Jo adA | ealy
S3SS300dd TO0HJS

NMUN —A0I170d d43HOVIL ONINHOINI 404 YHOMINV YL V ¢ XIANIddV



OECD PUBLICATIONS, 2, rue André-Pascal, 75775 PARIS CEDEX 16
PRINTED IN FRANCE
(91 2005 04 1 P) ISBN 92-64-01802-6 — No. 53745 2005



	001.ps
	002.ps
	003_237.ps
	999.ps

