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Introduction

In some countries the concept — not to mention the use — of teacher appraisal sparks discussion just about wherever and
whenever it is mentioned. According to what criteria? Who decides? And what should the results of teacher appraisals be
used for? However, education stakeholders are beginning to find some agreement in the idea that teacher appraisal can be
a key lever for increasing the focus on teaching quality and continuous professional development for teachers, in keeping
with the growing recognition that the quality of teaching affects student learning outcomes. Highly visible teacher appraisal
also provides opportunities to incentivise, recognise and reward teaching competence and high performance. This, in
turn, may help address concerns about the attractiveness of teaching as a career choice and about the image and status
of teachers in a number of OECD countries, including teachers’ feelings that their work is not sufficiently valued. Since
formative appraisal can also help to raise teachers’ self efficacy, it is a key component of effective teacher policies.

Effective teacher appraisal can also help schools to become sensitive to individual talent, performance and motivation
by allowing teachers to progress in their career and take on new roles and responsibilities based on evaluations of their
performance. As more and more parents demand quality education for their children, teacher appraisals provide a way
for schools to be accountable for the quality of education in their classrooms and to address underperformance among
teachers.

There are large variations in approaches to teacher appraisal, ranging from highly sophisticated national systems to
informal approaches left entirely to the discretion of individual schools. Evidence from the OECD Teaching and Learning
International Survey (TALIS)! indicates that teachers who received appraisal and feedback generally had positive views of
these processes. Overall, a large majority of teachers (83.2% on average across TALIS countries) who had received appraisal
and feedback considered them to be fair assessments of their work, and most of them (78.6%) found that they were helpful
in developing their work as teachers (Figure 0.1). These are important findings, showing that representative samples of
teachers across countries report largely positive experiences with their own appraisal processes (OECD, 2009).

It can be difficult to introduce teacher appraisals into a system or school where no regular appraisals existed previously.
There may be resistance to teacher appraisal among certain groups in the school system borne of a lack of evaluation,
feedback and sharing of practices among teachers. There can be significant organisational and capacity challenges to
implementation, including limited professional expertise among evaluators; schools that are unprepared to conduct
appraisals; limited understanding among teachers of the purposes and uses of appraisals; a sense of unfairness by those
teachers being appraised; an excessive workload; and a reluctance among teachers to accept the legitimacy of the evaluators.
Schools or jurisdictions may also lack the resources needed for quality teacher-appraisal procedures, particularly the time
needed for developmental work, observational evaluation and feedback. In fact, data from TALIS show that several countries
find it difficult to ensure that all teachers systematically receive effective appraisal and feedback from their employers. Just
over half of the teachers in TALIS countries had never received any appraisal or feedback from an external source, such as
an inspector, which limits these teachers’ possibilities to receive validation of their work by an external entity. Although
internal appraisal was more frequent across countries, 22% of teachers indicated that they had never received any appraisal
or feedback from their principal, and 28.6% had never received feedback from other teachers or members of the school-
management team. Overall, 13.4% of teachers had never received any feedback or appraisal of their work in the school
from any source. These teachers are missing out on an opportunity to receive professional advice from their colleagues and
supervisors, and may be less likely than others to engage in focused professional learning and continuously improve their
practice (see Figure 0.2; OECD, 2009).

Developing teacher-appraisal systems may be costly and challenging to implement, but it is critical to reconcile the demands
for educational quality, the enhancement of teaching practices through professional development, and the recognition of
teacher knowledge, skills and competencies. The expectation is that engaging in reflective practice, studying his or her
own teaching methods, and sharing experience with peers in schools become a routine part of a teacher’s professional life.
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Teachers’ impressions of the appraisal and/or feedback they received (2007-08)
Percentage of lower-secondary teachers who agreed or strongly agreed with the following statements
about the appraisal and/or feedback they had received
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Source: OECD, TALIS Database.

Teachers missing out on appraisal and feedback opportunities (2007-08)
Percentage of lower-secondary teachers who reported that they had never received any appraisal
and/or feedback from the following sources
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Source: OECD, TALIS Database.

Research highlights the importance of systematic approaches to teacher appraisal that support continuous learning for
individual teachers throughout a career and for the profession as a whole. Such appraisal needs to be based on a shared
understanding of good teaching and be part of well-aligned procedures for teacher preparation, registration or certification,
induction and mentoring, support structures and professional learning opportunities. It needs to be based on designs
that are already proven effective, draw on multiple instruments of evaluation, be conducted by well-trained evaluators,
offer differentiated appraisal approaches for teachers at various stages of their careers, provide for teachers’ active
participation in the process, and be followed up by suggestions for improvement and continuous learning opportunities.
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It is also important to consider that a high-quality teaching profession needs to be built around a wide range of inter-related
and mutually reinforcing policies:

* making teaching an attractive career choice in order to draw in the best possible candidates;

e ensuring high-quality initial teacher training and providing induction and mentoring programmes once a teacher has
entered the profession;

e basing teacher professionalism on an evidence-based understanding of effective learning, providing teachers with a rich
repertoire of teaching strategies, and fostering collaborative practice;

o offering effective in-service professional development to update and renew skills and knowledge;

e establishing attractive employment conditions, compensation systems and career structures in order to retain good
teachers and provide a stimulating context for professional growth;

e supporting teachers with effective school leaders; and

* engaging teachers as active agents in educational reform and innovation.

These broader policies will not result in sustainable change without effective teacher-appraisal systems; but without a
comprehensive and shared view on teacher professionalism, appraisal systems will not succeed either.

Given that teacher-appraisal systems are still a work-in-progress in most countries, it was an appealing idea to gather
together key stakeholders in education to explore the various ways countries and jurisdictions are addressing the issue.
To this end, the third International Summit on the Teaching Profession, held in Amsterdam in March 2013 and hosted by
the Netherlands, the OECD and Education International, brought together education ministers, union leaders and other
teacher leaders from high-performing and rapidly improving education systems, as measured by the OECD Programme
for International Student Assessment (PISA), to discuss how teacher quality is defined and what standards are set and by
whom; what systems are in place for teacher evaluation and how evaluations are conducted; and how teacher evaluation
contributes to school improvement and teacher self-efficacy.

This publication underpins the 2013 Summit with available research about effective approaches to teacher appraisal and
examples of reforms that have produced specific results, show promise or illustrate imaginative ways of implementing
change. The publication is largely based on the OECD Review on Evaluation and Assessment Frameworks for Improving
School Outcomes (see Box 0.2) as well as analyses from the OECD 2008 Teaching and Learning International Survey
(TALIS). Countries that are represented at the Summit but did not participate in the OECD review carried out a special
survey in order to provide comparable data.

The publication looks at the governance of appraisal systems, including how standards for teacher appraisal are established
and by whom; at approaches and procedures for teacher appraisal and developing capacity for implementing them; and at
how appraisal results are used and the consequences that may follow. The analysis is complemented with text boxes that
illustrate proven or promising practices in countries.

Box 0.1 Approaches to teacher appraisal

Teacher appraisal refers to the evaluation of individual teachers to judge their performance and/or provide feedback
to help improve their practice. Countries use a range of different approaches: appraisal that completes a probationary
period; appraisal as part of performance management, which may include registration processes; regular appraisals;
and appraisals for promotion and reward schemes.

Completion of probation refers to the appraisal of individual teachers after they have completed a delimited
period of time, after entering the profession, during which the school leader or leadership team can evaluate the
competence and progress of the new teacher, monitor specific aspects of his or her performance, and identify
professional-development needs. It is a period of adjustment during which teachers may also benefit from induction
and mentoring arrangements. Upon successful completion of the probationary period, teachers may receive a
promotion or apply for fully registered teaching status.
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Performance management refers to the formal teacher-appraisal processes designed to ensure that individual and
organisational goals are met. This includes all types of appraisal related to managing and developing a teacher’s
career. As such, performance management is part of wider processes and systems for measuring, monitoring and
enhancing the performance of teachers. It includes processes such as teacher registration, regular appraisals and
appraisals for promotion.

Teacher registration, or certification, processes officially confirm teachers as competent for teaching. Advancement
to fully registered teaching status typically occurs upon completion of a probationary period and/or following an
appraisal against registration/certification criteria. The process typically involves external evaluators or a national
agency responsible for teacher registration. In some countries, teachers have to renew their registration every few
years.

Regular appraisal is usually a process internal to the school, regulated by general labour-law provisions requiring
teachers’ employers to regularly evaluate their employees’ performance. In some countries, there are prescriptions
as to the way such performance-management appraisals should be implemented; in other countries, school leaders
are autonomous in designing appraisals for performance management. The process is generally connected to a
discussion and plan regarding the teacher’s working conditions, responsibilities, professional development, and
career and salary advancement.

Appraisal for promotion is a process that is separate from regular teacher appraisals in some countries. It is often
voluntary and takes place in relation to decisions on employment status. Many countries do not have a specific
process for this type of appraisal but integrate this function into regular teacher appraisals.

Reward schemes involve teacher appraisals that are explicitly designed to identify a select number of high-performing
teachers to acknowledge their teaching competence and performance through rewards or one-off salary increases.

Box 0.2 The OECD Review on Evaluation and Assessment Frameworks
for Improving School Outcomes

The OECD Review on Evaluation and Assessment Frameworks for Improving School Outcomes was launched in
late 2009 to provide analysis and policy advice to countries on how assessment and evaluation can be embedded
within a consistent framework to bring about real gains in performance across the school system. The Review
looked at the various components of evaluation and assessment frameworks that countries use with the aim of
improving student outcomes. These include student assessments, teacher evaluations, school evaluations, school
leader evaluations, and system evaluations. The main objectives were to: synthesise research-based evidence on the
impact of evaluation and assessment strategies; identify innovative and successful policy initiatives and practices;
facilitate exchanges of lessons and experiences among countries; and identify policy options for policy makers to
consider.

Twenty-five systems (24 countries) were engaged in the Review: Australia, Austria, Belgium (Flemish Community),
Belgium (French Community), Canada, Chile, the Czech Republic, Denmark, Finland, France, Hungary, Iceland,
Ireland, Korea, Luxembourg, Mexico, the Netherlands, New Zealand, Norway, Poland, Portugal, the Slovak Republic,
Slovenia, Sweden and the United Kingdom (Northern Ireland).

The Review focused on the policy implications of the available evidence on the impact of evaluation and assessment
policies in a wide range of national settings. Evidence analysed included the relevant academic and policy papers
published in peer-reviewed journals, detailed information provided by countries on their evaluation and assessment
policies, and views and perspectives collected from a wide range of stakeholders in a variety of countries.
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The work was undertaken through a combination of desk-based analysis and country reviews. This was complemented
with four meetings of the OECD Group of National Experts on Evaluation and Assessment, the body responsible for
overseeing the Review. The work was organised in three phases:

An analytical phase, to draw together evidence-based policy lessons from international data, research and analysis.
The analytical phase used several means — literature reviews (11 papers produced), 24 country background reports
(CBRs) and data analyses — to analyse the factors that shape evaluation and assessment in school systems and
develop an analytical framework. The CBRs were prepared in response to a common set of issues and questions,
and used a common framework to facilitate comparative analysis and maximise the opportunities for countries to
learn from each other. They were prepared in consultation with the OECD Secretariat and, to the extent possible,
included evidence on the impact of policies.

A country review phase, to provide policy advice to individual countries tailored to the issues of interest in those
countries. Advice was based on international evidence combined with evidence obtained by a team of experts
visiting the country. For each country visited, a team of up to five reviewers (including at least two OECD Secretariat
members) analysed the CBR and then undertook an intensive visit of about eight days. Each visit included meetings
with a wide variety of stakeholders (e.g. education authorities, professional teacher organisations; parents’
organisations; students’ organisations; teacher educators; researchers; and groups of students, teachers and school
leaders at the schools visited). The 14 review visits involved 28 reviewers external to the OECD with a range of
research and policy backgrounds. Overall, the external review teams visited about 90 schools and met with about
2 800 individuals.

A synthesis phase, to prepare a final report blending analytic and review evidence and providing overall policy
conclusions. The synthesis report includes detailed information on features of countries’ evaluation and assessment
frameworks collected through a questionnaire prepared by the OECD Secretariat.

The OECD Review was conducted in co-operation with a range of international organisations to reduce duplication
and develop synergies. Social partners were also involved through the Trade Union Advisory Committee to the
OECD and the Business and Industry Advisory Committee to the OECD. The work of the Review is available at www.
oecd.org/edu/evaluationpolicy.

Source : OECD (forthcoming), Final Synthesis Report from the OECD Review on Evaluation and Assessment Frameworks for
Improving School Outcomes, OECD Publishing.
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Notes

1.The OECD’s Teaching and Learning International Survey was implemented in 2007-08, covering lower secondary education; 23 countries
participated (OECD, 2009). The results derived from TALIS are based on self-reports from teachers and principals and therefore represent
their opinions, perceptions, beliefs and their accounts of their activities. Further information is available at www.oecd.org/edu/talis.
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Chapter 1

STANDARDS AND GCOVERNANCE
OF TEACHER APPRAISAL

This chapter discusses country positions on the purpose of teacher appraisal,
the specific standards and criteria against which teacher performance is

evaluated, and the mechanisms designed to ensure that appraisal results are
used to achieve objectives.
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Standards and Governance of Teacher Appraisal

While teacher appraisals can have various purposes, nearly all are intended to improve teaching performance and/or
strengthen accountability.

Teacher appraisal for improvement, also referred to as developmental appraisal or formative appraisal, provides feedback
that aims to help improve teaching practices, largely through professional development. It is usually conducted by the
individual school and may not always be regulated nationally. By identifying individual teachers’ strengths and weaknesses,
teachers and school leaders can make more informed choices about the specific professional-development activities that
best meet teachers’ needs in the context of the school’s priorities.

Teacher appraisal for accountability, also referred to as summative appraisal, focuses on holding teachers accountable for
their performance. As such, this type of appraisal can have a range of consequences for teachers’ careers. The appraisal aims
to provide summary information about a teacher’s past practices and performance, gathered at various points during his or
her career, relative to what is considered “good” teaching, and to establish incentives for teachers to perform at their best.
This type of appraisal may involve external evaluators, and it usually entails consequences for the teacher, such as career
advancement, bonus pay, or the possibility of sanctions for underperformance.

POLICY FRANMIEWORKS FOR TEACHER APPRAISAL

Countries are increasingly embracing teacher appraisals. Of the 28 countries surveyed in the OECD Review on Evaluation
and Assessment Frameworks for Improving School Outcomes, 22 reported having policy frameworks (national or state laws
or regulations) in place to regulate one or more types of teacher appraisal. The six education systems that did not have such
frameworks are the French Community of Belgium, Denmark, Finland, Iceland, Norway and Spain.

However, the absence of policy frameworks for teacher appraisal does not mean that teachers receive no professional
feedback. In Denmark, for example, while teacher appraisal is not conducted systematically at the national level, teachers
typically receive appraisal or feedback from their school leaders once a year. In Norway, teacher-appraisal approaches are
not regulated nationally, but are designed at the local and/or school level. In Iceland, teacher appraisal is conducted at the
discretion of individual schools and school boards.

The types of appraisal regulated by existing policy frameworks vary across countries. The most common teacher-appraisal
approaches across the 28 countries for which information was available are shown in Figure 1.1. These are appraisal for the
completion of a probationary period (13 countries) and regular school-based appraisals (17 countries). In addition, as part
of performance management, a few countries had specific processes for teacher registration (five countries) and appraisal
for promotion (five countries) in place. Only three countries had policy frameworks for teacher-reward schemes.

Types of policy frameworks for teacher appraisal across countries (2011-12)
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management —
Registration _ _ ] HEEE B
Probation . .
PRI IR vl > | o0 2 NEIEETEIE 5
:':—h'&:::'_—s-'a-gus--g u=-8-c'2m'8g,=-g~5§§“é
MR I = s S| & & 3R SE 2 F= S 5| 9=
= @ S0l E S|l=| g| &0 = Clo| X &B|l=|2|=|2|3| 2|30
HER: & ZIEIEIEQ 2| 288 < 852t 3| 80 =
2z £ A= 5|0 S| 5|9 =5 22 2| &
s 350 Q| D [ - £ QIN|Z Sl ez n| = &
< RS = A T 5 < z| v 29
3|3 < 5 12|23 % T
Q| o = z 2 s Sz
e 3 <
9} ¥ =}

Note: Appraisal for promotion refers to appraisal schemes that are designed specifically for the purpose of making decisions about promotion. However,
regular appraisal may also influence decisions about promotion, in addition to other decisions.

Source: Derived from information supplied by countries participating in the OECD Review on Evaluation and Assessment Frameworks for Improving School
Outcomes.

In addition, a few countries have teacher-appraisal approaches that do not readily fit the categories defined above (hence,
they are not included in Figure 1.1). In Luxembourg, for example, in addition to teacher appraisal at the completion of
probation, there is also an appraisal process for teachers at ISCED level 1 when a teacher requests to transfer to another school.
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In the Netherlands, there are two types of appraisal on application and entry into the teaching profession that are not related
to completion of probation. These appraisals involve administrative checks of whether teachers have the required diploma,
no criminal record, and no record of improper behaviour. In addition, the Netherlands reports that existing teaching
standards may also be used for registration and reward schemes, but there is no obligation for schools to implement such
processes.

In Poland, in addition to regular performance management, there is also a type of appraisal that may be undertaken
at the request of the concerned teacher, the local government, the education superintendents, the school board or the
parents’ council. Such appraisal, which evaluates all aspects of a teacher’s performance, is conducted by the school director
according to procedures prescribed by law. A negative appraisal leads to the termination of the employment contract;
otherwise, the appraisal can influence decisions on professional development and/or salary.

Some countries have more than one process for teacher appraisal at the end of probation and/or for regular appraisals.
Canada has two processes related to probation and two for regular appraisals, although they vary across jurisdictions.
One of the appraisals related to probation takes place during the probationary period and has an impact on decisions
on employment status; the other takes place at the end of the period and for new hires during the first year. For regular
appraisal, there is a process for performance management for experienced teachers, which is conducted every five years
(or in case of performance concerns) in addition to regular appraisals for professional development.

Governance and appraisal

The implementation of teacher-appraisal systems across schools depends very much on the governance context in each
country, particularly on the level of decentralisation and school autonomy. In several countries that do not have central
frameworks for teacher appraisal, local authorities and schools have long been in charge of developing local teacher-
appraisal policies, without much involvement of the central level. But in the context of increasing concerns about variations
in the quality and equity of learning across and within schools, several countries have passed reforms to enhance the quality
of teaching in all classrooms; some of these reforms have included a stronger focus on teacher appraisal.

Indeed, national or state-level frameworks for teacher appraisal may be difficult to implement in education systems with a
strong tradition of local autonomy. Education authorities need to consider different options to establish the right balance
between central guidance and local flexibility. For example, if a school or local authority has already made substantial
investments in building capacity for a particular teacher-appraisal framework and method, requiring it to adopt a central
appraisal system may be counterproductive (Mead et al., 2012). On the other hand, in the absence of central guidance, there
is a risk that schools develop their appraisal systems in isolation and that local standards and criteria may be too limited in
relation to national education goals. While leaders at the local and school level typically have a better understanding of the
schools’ specific needs, involving the central level allows for greater learning and sharing of expertise and good practice.

The challenge in decentralised systems is to hold schools and local authorities accountable for implementing effective
quality-assurance policies without stifling the creativity and innovation of local actors. In countries where teacher appraisal is
designed at the local level, central authorities may still play an important role in helping to implement the system. This could
include developing central teaching standards and requirements regarding the overall mix of instruments and methods to be
used (without, however, mandating a single tool or approach to be applied), and following up to ensure that teachers in all
schools can benefit from evaluation and feedback.

Balancing improvement and accountability functions

Most teacher-appraisal approaches aim to use results for both formative and summative purposes. However, combining
the improvement and accountability functions into a single teacher-appraisal process is not straightforward. When the
appraisal is oriented towards improving teaching practices, teachers are usually prepared to reveal their weaknesses, in the
expectation that conveying that information will lead to more effective decisions on developmental needs and training.
However, when teachers are confronted with potential consequences of appraisal on their career and salary, the inclination
to reveal weaknesses can be reduced, thereby jeopardising the improvement function (Santiago and Benavides, 2009).

Also, the approaches and tools used may vary. Teacher-appraisal approaches that aim primarily to serve as a basis for
decisions about human resources and accountability need to provide defensible and comparable evidence of teacher
performance (Daley and Kim, 2010; Papay, 2012). Given that, some standardisation and elements external to the school
should be introduced to ensure a reliable and unbiased basis for decision making. On the other hand, teacher-appraisal
approaches that focus on professional development need to be designed in alignment with school contexts and objectives.
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Self-evaluations illustrate this point. In order for self-evaluation to be valuable for teachers, and for the profession, it is
essential that teachers be able to have confidence in their self-evaluations and for those self-evaluations to be conducted
in private. Otherwise, it is unlikely that teachers, even if they were accurate in their self-evaluation (which is by no means
assured), would be honest. Just because the self-evaluation is not a valid evaluation for summative purposes, this does
not mean it has no value. In fact, self-evaluation has great value in promoting professional development and teacher self-
efficacy (e.g. Santiago et al., forthcoming; MacBeath, 1999).

Building frameworks for teacher appraisal

To build a systematic and coherent teacher-appraisal framework, it is important that the approaches to evaluation are
adapted to the different stages of a teachers’ career. Countries should consider creating a continuum of appraisal approaches
linked to professional learning and career advancement (Darling-Hammond, 2012). This could start with appraisal at the
end of a probationary period, be enhanced by ongoing formative and school-based appraisals, and be complemented by
periodic summative appraisals for accountability purposes.

Providing adequate feedback and support for beginning teachers

As can be seen in Figure 1.1, just under half of the countries for which information was available had appraisal processes
at the end of a probationary period for teachers. In several countries, it was not mandatory for teachers to undergo a
probationary period at the beginning of their careers. According to findings from TALIS, more than 19.2% of new teachers
(i.e. teachers with two years or less of teaching experience) had never received appraisal or feedback from any internal
or external source, compared to 13% of experienced teachers (OECD, 2012). In some countries, these figures were
considerably higher: 60.3% of new teachers in Italy reported that they had never received appraisal or feedback, 32.1% in
Spain and Portugal reported the same, as did 25.6% of new teachers in Ireland and 24.7% in Iceland.

This is problematic because there are indications that at this early stage in a teacher’s career, it is particularly important to
allow teachers to receive frequent feedback and mentoring (OECD, 2010; OECD, 2012). Completing a probationary period
can be considered as a first major step in a teaching career. Box 1.1, based on OECD work on Improving Schools (OECD,
2010), summarises research on and experience with establishing probationary periods.

Box 1.1 Probation: Research and experiences

In several higher-performing education systems, beginning teachers are required to pass a period of probation,
by the end of which they must have demonstrated their competence to secure their license to teach. While such
probationary and induction periods normally last for one or two years (in England and New Zealand, for example),
in some systems, such as those in Boston and Chicago in the United States, they may last for as many as three or
four years. Regardless of the duration, probation is a mechanism by which those who are judged to be ineffective
may be removed from their posts and from the profession, while those who have demonstrated their competence
may be given or become eligible for a permanent position.

More generally, a probationary period often takes place alongside or as part of a teacher-induction programme (as
it does in England), which includes mentoring support. As such, it creates opportunities for formative as well as
summative assessments and for teacher development (Larsen, with Lock and Lee, 2005). However, some studies
suggest that the assessment of beginning teachers should not be carried out by the same people who support their
induction and early professional development since, in these circumstances, beginning teachers are less likely to
admit to areas of weakness and thus to identify their professional development needs (Hobson, 2009; Abell et al.,
1995; Heilbronn et al., 2002; Williams and Prestage, 2002).

Source: OECD (2010).

Establishing regular formative appraisals for developmental purposes

Regular formative appraisals should result in meaningful reports with recommendations for professional development. Most
countries surveyed by the OECD have some formal or informal mechanisms in place to ensure that teacher appraisals feed
into individual and collective professional development activities and continuous learning. In most countries, the same
processes are used to fulfil both improvement and accountability functions.
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Korea has developed three different approaches with distinct functions: an appraisal for professional development; an
appraisal for performance management, which feeds into decisions about promotions; and a performance-based incentive
system that is connected to special rewards for teachers taking on specific roles and responsibilities. The appraisal for
professional development, which focuses on classroom instruction, was introduced nationwide in 2010 after five years
of piloting. It relies on multiple evaluations (classroom observations by peers and school leaders, as well as student and
parent surveys), and includes mechanisms to ensure that the results are fed into individual and collective professional
development activities (Box 1.2).

Box 1.2 Korea: Using appraisal results for professional development

In Korea’s Teacher Appraisal for Professional Development programme, once the appraisal is completed,
evaluation sheets are collected and drafted into a final report. Results of the peer teacher review are written by
the appraisal management committee set up at each school. Upon receiving an appraisal report, each teacher
writes a “plan for professional development (including training attendance plans)” and submits it to the appraisal-
management committee. The committee brings together the professional development plan and the appraisal results
of all evaluated teachers, and drafts a “synthetic report on the Teacher Appraisal for Professional Development” to
submit to the principal and vice-principal. The synthetic report must include: an implementation plan and progress
of the appraisal; overall appraisal results (excluding results for individual teachers); the general features of the
appraisal (appraisal provided by parents, students and peer teachers; strengths and weaknesses of the school’s
teachers as revealed by appraisal); teachers’ demands for training, including autonomous in-service training; fields
of training requested by the teachers; the school’s plans to provide consulting and training programmes for teachers’
professional development the following year; budget estimations; and proposals and requests to be submitted to
the local education authority (requests for new training programmes or support for in-service training, for example).

Based on appraisal results, local education authorities grant those teachers considered to be excellent a “study
and research year (similar to the sabbatical year given to university faculty)” as an opportunity to participate in
professional development activities. Underperforming teachers are obliged to participate in short- to long-term
training programmes according to their appraisal results. Regardless of appraisal outcomes, local education
offices support teachers with customised self-training programmes, fostering an atmosphere of self-study and self-
improvement among teachers. Appraisal reports are shared with the individual teacher and the principal. Aside from
that, in keeping with the Act on the Protection of Personal Information Contained by Public Institutions, appraisal
results are disclosed to no one else. Students and parents receive generalised results concerning all the teachers
appraised in a school.

Source: Kim et al. (2010).

Developing summative appraisals for career-progression and accountability purposes

Another approach involves summative teacher appraisals at key stages in a teaching career to formalise the principle
of advancement on merit associated with career opportunities for effective teachers. This type of appraisal, which has
consequences for individual teachers, needs to have a strong component external to the school and more formal processes
to ensure fairness across schools. It can be a mostly school-based process led by the school leader (or another member of
the management group), but it should include an external element, such as an accredited external evaluator, typically a
teacher from another school with expertise in the same area as the teacher being appraised.

Appraisal for summative purposes should provide useful information for hiring and tenure decisions, promotion
opportunities, or, in some circumstances, responses to underperformance. Summative appraisals can also be a basis for
recognising and celebrating teaching excellence, which is essential for making teaching an attractive career choice and for
retaining effective teachers (OECD, 2005; Isoré, 2009). While the appraisal can be school-based, it should also involve an
accredited external evaluator to ensure fairness across schools.

This kind of appraisal can be organised through a teacher-certification or -registration system, as in Australia (Box 1.3).
Such systems allow for establishing a link between teacher-appraisal results and career progression, therefore providing an
indirect link to pay levels. This is a desirable option as direct links between teacher performance and pay have produced
mixed results, according to some research (Harvey-Beavis, 2003; OECD, 2005).

Another option is to establish a voluntary certification or registration system like the National Board for Professional Teaching
Standards (NBPTS) in the United States. Teachers in the United States may voluntarily seek national certification through
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this privately run, but largely government-funded, programme. This credential, known as National Board Certification
(NBC), is designed to recognise teachers who demonstrate superior knowledge and teaching skills. Nearly all states in the
United States allow teachers to take the NBPTS examination as a mechanism for increasing their salary, as National Board

Certification is tied to higher salaries (Box 1.3).

Box 1.3 Appraisal systems for registration and certification in Australia and the United States

Teacher registration in Australia

Registration is a requirement for teachers to teach in Australian schools, regardless of school sector. All states
and territories have existing statutory teacher-registration authorities responsible for registering teachers with a
“statutory licence” to perform the duties of a school teacher as defined in the particular jurisdiction. There are two
forms of registration as a teacher: provisional registration and full registration. Usually, a teacher is initially granted
provisional registration. This indicates that he or she meets the “graduate” career stage of the Australian Professional
Standards for Teachers. Full registration is achieved when a teacher has met the “proficient” career stage of the
Australian Professional Standards for Teachers and all other requirements for teacher registration. To be granted full
registration, teachers are required to demonstrate that:

e their teaching meets the “proficient” career stage of the Australian Professional Standards for Teachers;

e they have fulfilled the minimum requirement for professional practice in an Australian or New Zealand school
setting;

e they continue to meet the elements of suitability for registration; and
e they have met any additional conditions that might apply to their provisional registration.

Although each of the state and territory teacher-registration authorities has its own registration processes, a high
level of consistency has been achieved.

Registration decisions are based on a recommendation at the school/workplace level. Evidence is provided that the
teacher meets all of the standards at the proficient career stage. The maximum period for meeting the requirements
for full registration is five years, with provision for extension on a case-by-case basis. Regulatory authorities will
specify a minimum time period of no less than 80 days of teaching and not exceeding the equivalent of one year
of full-time teaching in an Australian or New Zealand school, during which the teacher demonstrates that he or
she has met the standards to the satisfaction of the regulator. Only then can an applicant apply for full registration.

Teacher regulatory authorities formulate and undertake a quality-assurance process to ensure consistency in
judgements. This may take the form of an audit of the evidence from a sample of teachers who have been granted
full registration. For the purpose of this process, all relevant documentation are made available on request.

In all states and territories, after teachers have initially become registered within their jurisdiction, they must renew
their registration periodically, usually every five years.

The National Board for Professional Teaching Standards in the United States

When applying to the National Board for Professional Teaching Standards (NBPTS) (www.nbpts.org), teachers in
the United States enter an extensive application process that involves providing a 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 their field of expertise. The assessment is undertaken against detailed teaching standards
established by the NBPTS. These are based on the NBPTS’ five core propositions: teachers are committed to students
and their learning; teachers know the subjects they teach and how to teach those subjects to students; teachers
are responsible for managing and monitoring student learning; teachers think systematically about their practice
and learn from experience; and teachers are members of learning communities. The standards are developed and
reviewed by teachers and other experts. Submitted materials are reviewed by trained teachers who are experts in
the teachers’ content areas. In the United States, the NBPTS has been the chief means of certifying that classroom
teachers are performing at high levels; outside the United States, it has been considered as a model for other
countries that are interested in standards-based certification systems for teachers (Harris and MacKenzie, 2007;
Ingvarson and Hattie, 2008). As of October 2012, the National Board had certified 97 000 teachers nationwide,
and more than 6 000 became National Board certified in 2011. The Certification is good for ten years, after which
a teacher must reapply.

Sources: OECD (2005), www.nbpts.org; Santiago et al. (2011).
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Linking formative and summative appraisal

Appraisal for certification/registration should take into account the qualitative assessments produced through developmental
appraisals, including the recommendations made for areas of improvement. Developmental appraisals should also be able
to identify sustained underperformance. Similarly, results of teacher-certification assessments should inform the professional
development of individual teachers.

REFERENCE STANDARDS
A fair and reliable teacher-appraisal model needs reference standards against which teachers are evaluated. The main
reference standards for teacher appraisals are usually:

¢ professional profiles of teachers or teaching standards (general profile of competencies for teachers), including specialised
profiles for particular types of teachers (e.g. level of education, subject);

* aset of general and professional duties of teachers, including job descriptions; and

e at the school level, a school development plan, internal regulations and the annual activity plan.

For reference documents to be used consistently in teacher-appraisal processes, they should include a range of appraisal
criteria to determine the level of performance of individual teachers for each of the aspects assessed. This usually entails
developing indicators and/or standardised forms to record teacher performance. Weighting of the different aspects assessed
should also be considered and agreed in order to compute an overall quantitative rating. Essential to good practice in
appraisals are clear criteria that are consistently applied by competent (i.e. trained and experienced) evaluators.

As shown in Table 1.1, the types of references used for teacher appraisals vary across countries and depend on the type of
teacher appraisal that is being considered. Austria, Ireland and Italy do not have any central reference standards that guide
appraisal practices systematically; the Czech Republic and Hungary have only school-based references for teacher appraisals.

For teacher appraisals at the end of probation, most countries use central (national or state) standards or norms as the
main reference. Canada and Luxembourg use a description of the general and professional duties of teachers as the main
reference. In Australia, in addition to state teaching standards and a description of general duties, the teacher code of
conduct is also used as a reference. In France, the relevant description of competencies is determined in a ministerial order
(arrété). For primary education in Ireland, the Inspectorate publishes evaluation criteria for probation and there is also an
appraisal template that provides for ratings in relation to main aspects of practice. For lower secondary education, a code
of practice is being developed by the Irish Teaching Council to serve as a reference.

For regular appraisals in the context of performance management, most countries also use central (national or state) teaching
standards or norms as the reference. In Canada, Korea, Mexico and Poland, a description of the general and professional
duties of teachers serves as the main reference. In Australia, descriptions of teachers’ general and professional duties are
used in addition to Australian teaching standards. In Mexico, the teacher code of conduct is also used as a reference. In
contrast, the Czech Republic, Hungary and Slovenia, use school-level rules, regulations or development plans as the main
reference for teacher appraisal as part of performance management. In Slovenia, national regulations on promotions are
also considered. In France, Portugal and the Slovak Republic, school-level development plans or projects are also used as
a reference, in addition to nationally defined norms or standards.

For registration purposes, Australia and Sweden use national/state standards as the main reference. New Zealand has
specific registration standards that are used as a reference for both registration and performance-management processes.
For promotion purposes, only Israel uses national teaching standards as the main reference. Korea uses a description of the
general and professional duties of teachers, and Estonia uses a description of special tasks and roles. In the Czech Republic
and Poland, teacher appraisal for promotion is based entirely on school-level regulations or developmental plans. For
reward schemes, Chile uses national teaching standards, while Korea and Mexico use a description of the general and
professional duties of teachers as the main reference. In Mexico, the school development plan or school project is also
considered as a reference when appraising teachers for rewards.

Developing a shared understanding of high-quality teaching

While most education systems have requirements for school leaders to appraise their teachers in some form, not all
of them have national frameworks or standards for the teaching profession. In some of these countries, such as the
French Community of Belgium, Denmark, Finland, Iceland, Norway and Spain, it is difficult for school leaders to
regularly review their teachers’ practices in the absence of a shared understanding of what constitutes good teaching.
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Table 1.1 (1/2)

Reference standards used for different types of teacher appraisal (2011-12)

Performance management

Probation Regular appraisal Registration Promotion Rewards scheme
Australia State teaching State teaching National teaching a a
standards; standards; standards; State
a description a description teaching standards;
of the general and of the general and code of conduct
professional duties professional duties
of teachers; code of teachers; code
of conduct of conduct
From 2013: National | From 2013: National
teaching standards teaching standards;
national performance
and development
framework
Austria a None a a a
Belgium (Fl.) a National teaching a a a
standards
Belgium (Fr.) a a a a a
Canada (some | A description A description a a a
provinces / of the general and of the general and
territories) professional duties professional duties
of teachers of teachers
Chile a National teaching a a National teaching
standards standards
Czech a School internal a School internal a
Republic regulations regulations
Denmark a a a a a
Estonia a a a A description of a
special tasks and roles
Finland a a a a a
France National norms National norms a a a
and standards and standards
(competency (through decrees
framework in form and circulars); school
of a ministerial order) | development plan
or school project
Hungary a School internal a a a
regulations
Iceland a a a a a
Ireland ISCED 1: a m a a
Inspectorate’s
appraisal criteria for
probation; appraisal
template
ISCED 2: none
Israel National teaching National teaching a National teaching a
standards standards standards
Italy None a a a a
Korea a A description a A description A description

of the general
and professional
duties of teachers

of the general and
professional duties
of teachers

of the general
and professional
duties of teachers

a — not applicable

m— information missing
Source: Synthesis tables completed by countries surveyed by the OECD.
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Table 1.1 (2/2)

Reference standards used for different types of teacher appraisal (2011-12)

Performance management

Probation Regular appraisal Registration Promotion Rewards scheme
Luxembourg A description a a a a
of the general and
professional duties
of teachers
Mexico a A description a a A description
of the general and of the general and
professional duties professional duties
of teachers; code of teachers; school
of conduct development plan
or school project
Netherlands National teaching National teaching a a a
standards standards
New Zealand National registration | National registration | National registration | a a
standards standards standards
Norway a a a a a
Poland a A description a Developmental plan | a
of the general and agreed with the
professional duties school principal
of teachers
(as stated in laws
and regulations)
Portugal School development | School development | a a a
plan; school- plan; school-
based evaluation based evaluation
parameters; national | parameters; national
evaluation parameters | evaluation parameters
for classroom for classroom
observation observation
Slovak Republic | Plan for adaptation Personal development | a a a
education; teacher plan; teacher
professional standards | professional standards
Slovenia None School development | a a a
plan; national
regulations on
promotion
Spain a a a a a
Sweden National teaching a National teaching a a
standards standards
United Kingdom | Performance Performance a a a

(Northern
Ireland)

Review and Staff
Development Scheme
(PRDS)

Review and Staff
Development Scheme
(PRDS)

a — not applicable
m — information missing

Source: Synthesis tables completed by countries surveyed by the OECD.

In countries with decentralised education systems, individual schools or local education systems may develop their
own teaching standards and criteria based on local practice. However, to ensure effective teacher appraisal across the
whole education system, it is important that all school leaders understand what is meant by “high-quality teaching”. The
competencies required of teachers should be those that help their students to achieve well-defined learning objectives.
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 need to be profession-wide standards and a shared understanding of what is
considered to be accomplished teaching (OECD, 2005).
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Box 1.4 Scotland: System-wide reform of the teaching profession

Following a major review entitled “Teaching Scotland’s Future”, Scotland has embarked on a systemic reform of the
teaching profession. Partnership mechanisms involving national and local government and all stakeholder agencies
were established to promote career-long professional growth of educators. As part of a newly introduced scheme
of “professional update”, operated under the auspices of the General Teaching Council Scotland, it is expected that
all teachers will participate in an annual process of professional review and development that will include at least
one formal meeting. The process, designed to be supportive but challenging, encompasses elements of performance
management but is primarily aimed at professional growth.

This revised professional review system isn’t the only reform underway in Scottish schools. A culture of professional
enquiry and personal responsibility for career-long professional learning is being promoted throughout Scotland.
Teacher training at all levels is being reviewed, including qualifications for entry into the profession, which involves
new, collaborative partnerships between universities and schools to help reform undergraduate degrees, and reviews
and enhancement of professional standards. There is a new focus on masters-level learning for teachers, and leadership
development is also being enhanced throughout the country.

Accountability mechanisms have also been reformed to strengthen the role of self-evaluation, already well
established in Scotland. School inspections now have a greater focus on the nature, quality and impact of professional
development in each school. All of this is designed to support a major reform of the country’s curriculum and the goal
of higher student achievement.

Box 1.5 Australia and England: Establishing national professional standards for teachers

A particularly significant development in Australia has been the creation of the Australian Institute for Teaching and
School Leadership (AITSL) and the establishment of a nationally-shared understanding of what constitutes teacher
quality. A key element of the reform agenda has been the development of the Australian Professional Standards for
Teachers.

The standards define the work of teachers and make explicit the elements of high-quality, effective teaching in
21st-century schools. They provide a framework that describes the knowledge, practice and professional engagement
required throughout teachers' careers. In doing so, they help to raise the status of the profession.

The standards are organised into four career stages and guide the preparation, support and development of teachers.
The stages reflect the continuum of a teacher's career, from undergraduate preparation through to being an exemplary
classroom practitioner and a leader in the profession. The “graduate” career stage underpins the accreditation of
initial teacher-education programmes. Graduates from accredited programmes qualify for provisional registration in
each state and territory. The “proficient” career stage underpins processes for full registration as a teacher under the
requirements of teacher-registration authorities in each state and territory across Australia. The standards at the “highly
accomplished” and “lead” career stages inform voluntary certification.

The standards are integral to ensuring quality learning and teaching in Australian schools. The standards provide
consistent benchmarks to help teachers assess performance, identify further professional learning opportunities, and
offer a way of identifying and recognising teachers who excel against the national standards. The standards enable
more fluid and flexible movement of teachers across the country and serve as a quality-assurance mechanism to
ensure that Australian teachers and school leaders have the required competencies to be effective educators.

The Standards for Teachers are complemented by the Australian Professional Standard for Principals, which articulate
what principals are expected to know, understand and do.

In September 2012, England introduced a streamlined appraisal system that gives schools greater autonomy in
determining the system that suits them best. For the first time, teacher appraisal is directly linked to standards of
competence and conduct. At the same time, the Department for Education produced a short and precise set of
teachers’ standards that established a clear baseline of expectations for the professional practice and conduct of
teachers. The school’s governing body (school board) is responsible for agreeing the appraisal policy, but the head
teacher is likely to have been involved in drafting it. In some cases, schools may follow a model policy produced by
the government, their local authority, their national religious authority (if a church school) or by teachers’ unions.
Local authorities set arrangements for the teachers they employ who are not attached to a particular school.

Source: Santiago et al. (2011).
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Box 1.6 Finland and Sweden: Working without a nationally-regulated
framework for teacher evaluation

Finland’s Ministry of Education and Culture has no role in teacher appraisal. The guidelines of teacher appraisal are
defined in the contract between the local government employer and the teachers’ trade union as a part of labour-
market negotiations. Teachers are appraised against the goals and contents of the national core curriculum and, to
some extent, against their school’s development plan for the year.

Teacher appraisal in Sweden is similarly not regulated by law and there are no formal procedures for evaluating
the performance of fully-qualified teachers. While teachers may be evaluated collectively as part of school self-
evaluation and school inspection, there is no official method to appraise individual teachers.

The main form of feedback for permanent teachers is through dialogue with the school leader. School leaders
and teachers may hold “individual development dialogues” that focus on teachers’ work, working conditions and
training. There is little guidance provided by central authorities on how to appraise teacher performance. Each
municipality, in collaboration with the local stakeholders, defines its own appraisal criteria linked to local objectives.
Most municipalities have established some teacher-appraisal procedures with the expectation that schools further
refine and develop these.

Source: Finnish government response to OECD survey; Nusche et al. (2011).

Box 1.7 Ontario, Canada: Teacher Performance Appraisal for experienced teachers

The Ontario Ministry of Education determines the components of the Teacher Performance Appraisal (TPA) system,

which is based on the Ontario College of Teachers’ Standards of Practice for the Teaching Profession. The components

include:

e Commitment to students and student learning: Members are dedicated in their care and commitment to students.
They treat students equitably and with respect and are sensitive to factors that influence individual student learning.

¢ Professional knowledge: Members strive to update in their professional knowledge and recognise its relationship
to practice. They understand and reflect on student development, learning theory, pedagogy, curriculum, ethics,
educational research and related policies and legislation to inform professional judgment in practice.

e Professional practice: Members apply professional knowledge and experience to promote student learning. They
use appropriate pedagogy, assessment and evaluation, resources and technology in planning for and responding
to the needs of individual students and learning communities, and refine their professional practice through
ongoing inquiry, dialogue and reflection.

e Leadership in learning communities: Members promote and participate in creating collaborative, safe and
supportive learning communities, and recognise their shared responsibilities and leadership roles in order to
facilitate student success. Teachers maintain and uphold the principles of the ethical standards in these learning
communities.

e Ongoing professional learning: Members recognise that a commitment to ongoing professional learning is
integral to effective practice and to student learning. Professional practice and self-directed learning are informed
by experience, research, collaboration and knowledge.

Source: OECD (2009).

Danielson’s Framework for Teaching (1996, 2007) contributes substantially to the discussion as it provides both a “road
map” to guide novice teachers through their initial classroom experiences, a structure to help experienced professionals
become more effective, and suggestions for focusing improvement efforts. The Framework groups teachers’ responsibilities
into four major areas: planning and preparation, instruction, the classroom environment, and professional responsibilities.
Each of these areas is further divided into components. For example, planning and preparation includes demonstrating
knowledge of content and pedagogy as well as demonstrating knowledge of students and designing instructional goals
and corresponding methods. Each of these components consists of several elements to appraise. For example, the teacher’s
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knowledge of students encompasses such elements as knowledge of characteristics of age groups, knowledge of students’
varied approaches to learning, etc. The key components of the framework are:

e planning and preparation: demonstrating knowledge of content and pedagogy, demonstrating knowledge of students,
selecting instructional goals, designing coherent instruction, and assessing student learning;

o the classroom environment: creating an environment of respect and rapport, establishing a culture for learning, managing
classroom procedures, managing student behaviour, and organising physical space;

e instruction: communicating clearly and accurately, using questioning and discussion techniques, engaging students in
learning, providing feedback to students, demonstrating flexibility and responsiveness; and

e professional responsibilities: reflecting on teaching, maintaining accurate records, communicating with families,
contributing to the school and district, growing and developing professionally, showing professionalism.

This framework has influenced a large number of teacher-evaluation systems around the world. For instance, Chile’s four
domains and 20 criteria of assessment were largely inspired by the framework (Avalos and Assael, 2006; see Box 1.8) as
were the Professional Standards for Teachers in England (TDA, 2007). The four United States districts of Cincinnati, Washoe,
Coventry and Vaughn also adopted customised versions of the Framework’s competency model (Milanowski, 2004; Borman
and Kimball, 2005; Heneman et al., 2006), as did the province of Quebec in Canada (Isoré, 2009).

Box 1.8 The Good Teaching Framework in Chile

Teacher performance standards in Chile are contained in the Good Teaching Framework (Marco para la Buena
Ensenanza, MBE). The MBE is a guide to improving teaching practice that can be used both to provide guidance to
beginning teachers and to improve the skills of more experienced teachers. It includes 21 criteria grouped into four
domains specific to the task of teachers: creating an environment conducive to student learning; teaching for student
learning; preparing for teaching (basing content on student learning); and professional responsibilities. In addition
to a shared understanding of standards of practice, each criterion is elaborated by performance levels (outstanding,
proficient, basic, poor). These are written in behavioural language, which allows both teachers and administrators
to translate the standards into actual events in the classroom or in instructional planning.

Source: Chilean Ministry of Education (forthcoming).

Involving teachers in the development of professional standards

For teaching standards to be relevant and adopted by the profession, it is essential that teachers assume a lead role in
developing them. Teacher participation also serves to recognise teachers’ professionalism, the importance of their skills and
experience, and the extent of their responsibilities (Hess and West, 2006). Teachers will be more open to being evaluated
if they are consulted in the process. Hence, there is a need for designers of any appraisal system to work hand in hand
with teachers’ unions, teachers’ professional organisations and outstanding teachers from across the system. Australia and
New Zealand provide some examples of how this works (Box 1.9).

RESPONSIBILITY FOR TEACHER APPRAISAL

Teacher appraisals generally fall into one of two categories: external or internal. In the former case, the aspects assessed,
the instruments used, and appraisal criteria are common across schools, and evaluators are predominantly external to
the school where the appraised teacher teaches. In the latter case, the school takes responsibility for designing specific
appraisal criteria and instruments and for following-up on appraisal results; evaluators mostly come from the school.

The advantages of internal appraisals are that procedures may be better adapted to particular school contexts and that
evaluators are familiar with the environment in which the teacher works. As such, internal appraisals are more likely to
win the support of teachers and school leaders in the school and are more appropriate when improvement is the objective.

In contrast, external appraisals may be more appropriate when the goal is greater accountability. National frameworks and
procedures involving external partners can help to ensure that standards are consistent across schools. They are particularly
important for providing guidance to schools that may not have a tradition of designing their own teacher-appraisal systems.
For example, school leaders in several of the countries the OECD visited appeared to be more focused on compliance than
on examining the effectiveness of pedagogy.
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Box 1.9 Involving teachers in developing professional standards

In Australia, work on developing the Australian Professional National Standards for Teachers began in January
2009. This was a rigorous national process drawing on existing national and international standards and research.
The consultation phase that followed the drafting of the standards was similarly extensive and involved all key
education stakeholders, including teachers, teachers’ associations, teacher educators, employers, unions and
regulatory authorities.

The draft standards were then subjected to a rigorous psychometric validation process conducted through the
University of New England. It incorporated two online national surveys and focus group workshops held in every
state and territory. Some 6 000 teachers and hundreds of schools across the nation were involved. As such, the
standards are informed by teachers' understanding of what is required at different stages of their careers, and
accurately represent an analysis of effective, contemporary practice by teachers throughout the country.

Teaching standards in New Zealand are well established, with the New Zealand Teachers Council (NZTC), a
professional body for teachers, holding the lead role in defining standards for the profession, with the extensive
involvement of the teaching profession, employers and teachers” unions. NZTC provides teachers with professional
autonomy, a degree of self-regulation and the right to have a say in the development of their profession.

The professional standards embedded in the Guidelines on Performance Management Systems and the Primary and
Secondary Teachers Collective Employment Contracts generally provide the reference for performance-management
processes and the basis for annual attestation for movement up the salary scale. Fully-registered classroom teachers
who have been teaching for between three and five years are required to:

e be competent in relevant curricula;

e demonstrate a sound knowledge of current learning and assessment theory;

¢ demonstrate a sound knowledge of current issues and initiatives in education, including Maori education;
e demonstrate a commitment to their own ongoing learning;

e participate individually and collaboratively in professional-development activities;

e plan and use appropriate teaching programmes, strategies, learning activities and assessments, and demonstrate
flexibility in a range of effective teaching techniques;

e make use of appropriate technologies and resources;

e evaluate and reflect on teaching techniques and strategies with a view to improvement;

e manage student behaviour effectively and establish constructive relationships with students;

¢ develop and maintain a positive and safe physical and emotional environment ;

e create an environment that encourages respect and understanding;

e establish expectations that value and promote learning;

e continue to develop understandings and skills in the appropriate usage and accurate pronunciation of te reo
Maori;

e demonstrate an understanding of basic Maori protocols when opportunities arise;

e communicate clearly and effectively in either or both of the official languages of New Zealand;

 provide appropriate feedback to students;

e communicate effectively with families, whanau and caregivers;

e maintain effective working relationships with colleagues; and

¢ support and provide assistance to colleagues in improving teaching and learning.

Sources: Santiago et al. (2011), Nusche et al. (2012).
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Table 1.2 below gives an overview of the involvement of internal and external actors in conducting teacher appraisals.
While the standards and procedures for teacher appraisals are typically determined at the central level (more on this
below), the table shows that appraisals are conducted most often at the school level, i.e. evaluators are usually members of
the school-leadership team or are senior teachers. This is especially true in the case of regular appraisals for performance
management and promotion. Several countries, including Australia, Austria, Chile, France, Israel, Luxembourg, Portugal
and Sweden, engage both internal and external evaluators in teacher-appraisal processes.

Evaluators involved in teacher-appraisal processes (2011-12)

Performance management

Completion

of probation Regular appraisal Registration Promotion Rewards scheme
External evaluator(s) Ireland (ISCED 1), Mexico Sweden - Chile, Mexico
such as education Slovenia
authority, central
agency, inspectorate,
teacher organisation,
accredited evaluator
School-level Australia, Canada, Australia, Australia, Czech Republic, Korea
evaluator(s) Ireland Austria (ISCED 1), Austria (ISCED 1), | Estonia, Israel, Korea,
such as school (ISCED 2-3), Italy, Belgium (Fl.), New Zealand Poland

Netherlands,
Slovak Republic

Canada, Czech
Republic, Hungary,
Israel, Korea,
Netherlands,
New Zealand,

director/principal,
peer evaluator, tutor,
school board members

Poland,
Slovak Republic,
Slovenia
Both internal Austria, Chile, France, - - -
and external evaluators France, Israel, Portugal
are involved Luxembourg,
Sweden

Note: In Austria, the state/regional authority may be involved in teacher-appraisal processes in ISCED 2-3 if there are complaints.
Source: Synthesis tables completed by countries surveyed by the OECD.
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Chapter 2
PROCEDURES FOR TEACHER APPRAISAL

This chapter considers the features of different approaches to teacher
appraisal, i.e. the mix of instruments used in different teacher-appraisal
models, including self-appraisal, classroom observation and portfolios,
and the elements of performance that are appraised, including planning
and preparation, the classroom environment, teaching approaches and
contributions to school development. The chapter also examines whether
appraisal is voluntary or mandatory, and the frequency with which teachers
are appraised.
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Procedures for Teacher Appraisal

Teacher appraisals may be mandatory or voluntary, depending on the purpose of the appraisal process. The frequency of
appraisal also varies. It can be carried out periodically at regular intervals, at key stages during a career, or on specific
occasions, such as at the end of the probationary period or to renew a contract.

Table A.1 in Annex A provides an overview of country practices. Teacher appraisal at the end of a probationary period is
usually mandatory. In Ireland, there are two appraisals during the probation period in primary schools, and an appraisal is
conducted at least three months before the end of the probationary contract in secondary schools. In Austria, the appraisal
is ongoing throughout the one-year probationary period and varies in frequency. In the Slovak Republic, individual schools
determine when the end-of-probation appraisal is conducted. In most countries with a specific probationary period,
probation lasts one year.

Regular teacher appraisals for performance management are mandatory in all countries that conduct such appraisals,
and are usually conducted every few years. In Austria and the Czech Republic, however, appraisals are conducted at
the discretion of the school director or the school board. In the Czech Republic, an appraisal may also be conducted
in relation to a decision on employment status. In Canada, appraisals may occur at the discretion of the school leader
if there are concerns about performance. Regular appraisals for performance management are conducted every year
in Korea, Mexico, New Zealand, Poland, the Slovak Republic and Slovenia. They are usually conducted annually in
Australia, but there are some variations between states and territories. Education ministers in Australia have agreed to a
national framework for teacher performance and development. The framework, which will begin to be implemented in
2013 at a pace and method determined by states and territories, requires a formal review at least once a year. Appraisals
for performance management are conducted every other year in Hungary and Portugal, every third year in Israel and
the Netherlands (ISCED 2-3), and every fourth year, at least, in the Flemish Community of Belgium, Chile! and the
Netherlands (ISCED 1). In Canada, experienced teachers are formally appraised every five years. In France, the frequency
of appraisal for performance management depends on the status of the teachers and whether they work in the public or
private sector. The frequency varies between once a year and once every three years, and may also occur at the initiative
of the teacher or in the case of problems. Teachers in France are also appraised by inspectors on an irregular basis
(usually every three to four years at ISCED 1 level and every six to seven years at ISCED 2 level).

Appraisal procedures for registration vary among the countries where such processes exist. In New Zealand and Australia,
the appraisal is conducted at the end of a “registration period” while in Austria, annual renewal is mandatory. In Sweden,
appraisal for registration occurs once at the end of an introduction period and may be conducted again in relation to
decisions on employment status, at the discretion of school leaders or at the discretion of the National Agency for Education.

In Chile and Mexico, teachers may voluntarily apply for appraisals that are linked to reward schemes. In Chile, there is
also a mandatory, annual appraisal of groups of teachers (i.e. teachers in individual schools), the National Performance
Evaluation System (SNED). In Korea, appraisals related to the performance-based incentives system are mandatory and
are conducted every year. The period of evaluation for incentives runs from 1 January to 31 December. Incentives are
announced at the end of the calendar year and payments are made in the following year.

ASPECTS APPRAISED

Determining the domains to be appraised helps to define the core responsibilities of teachers and the kind of performance
that is valued as “good teaching”. Danielson’s framework for Teaching (1996, 2007) groups teachers’ responsibilities into
four major areas: planning and preparation; instruction; the classroom environment; and professional responsibilities.
Tables A.1, A.2 and A.3 in Annex A show that planning and preparation, the classroom environment and instruction are
among the elements countries most frequently mention as key areas for teacher appraisal. Other frequently appraised
aspects include the professional development undertaken by teachers, teachers’ contributions to school development,
and links to external partners or the community. These elements can be seen as part of teachers’ broader “professional
responsibilities”.

Since a teacher’s work involves considerably more than the pedagogical activities associated with student learning,
it is appropriate that teacher-appraisal models also consider those professional responsibilities that are less directly
related to teaching itself. These include working and planning in teams; working on projects between schools; managing
and sharing leadership responsibilities; providing professional advice to parents; building community partnerships for
learning; and participating in professional development (OECD, 2005). Considering these responsibilities recognises
the fact that the demands on schools and teachers have become more complex and teachers’ responsibilities have
broadened as a result.
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In a number of countries, the aspects appraised include a range of more specific elements, most of which (but not all)
are covered by the four categories above. In Chile, teachers’ competence in student assessment is appraised as part of
regular performance management. In Estonia, appraisal for promotion considers the teachers work efficiency, in addition
to fulfilment of qualification requirements. In Korea, student guidance is an important aspect in all types of teacher
appraisal. In Mexico, the teachers’ length of service is also considered for the reward scheme. In the Netherlands,
teacher appraisal (at the end of probation and for performance management purposes) is intended to focus on a range
of competencies closely related to the above aspects, including interpersonal competence, pedagogical competence,
subject matter and didactical competence, organisational competence, team co-operation, co-operation with external
actors, and reflection and development. In New Zealand, a variety of specific elements to be appraised are outlined
in the teaching standards in addition to teaching and learning environments, such as professional relationships and
values, bicultural partnership, promotion of inclusive learning environments, responsiveness to diverse linguistic and
cultural backgrounds, and analysis and use of assessment information. In France, appraisal for performance management
also includes an appraisal of teachers’ “way of serving” (maniére de servir), which includes punctuality, attendance,
authority and “radiance” (rayonnement) as well as teachers’ conformity to national programmes and reforms. In Poland,
the intention of performance management is to assess “all aspects of teacher performance”. In Australia, in addition
to aspects related to the organisation of classroom teaching and professional development, appraisal for registration
purposes also covers the teacher’s professional engagement and general professional competence in relation to the
Australian Professional Standards for Teachers.

In some countries, there is also a focus on teachers’ knowledge in different areas. In Chile, for the teacher rewards scheme,
there is an appraisal of the teacher’s knowledge of discipline and curricular content as well as pedagogical knowledge. In
Mexico, subject knowledge is considered as part of regular appraisal through the universal appraisal system. In Poland,
subject area and didactic knowledge is considered as part of appraisal for promotion. In Portugal, both scientific and
pedagogical dimensions are considered as part of regular appraisal. In Slovenia, there is an assessment of teachers’
knowledge of legislation, the language of instruction and teaching skills. In the Netherlands, as mentioned above, subject-
matter competence is one of the key areas to be appraised.

In some countries there are no central regulations regarding the aspects to be appraised. This is the case for regular appraisal
and registration processes in Austria, and for regular appraisal in the Czech Republic and Hungary. In these cases, the
specific scope of teacher appraisal is determined by the individual evaluators.

INSTRUMENTS AND INFORMATION SOURCES

A range of instruments and information sources is typically used to appraise teachers. As shown in Tables A.1, A.2 and A.3
in Annex A, the most frequently used instruments are classroom observation, interview/dialogue with the teacher, teacher
self-appraisal, and portfolio.

Classroom observation

Teaching practices and evidence of student learning are likely to be the most relevant sources of information about
professional performance. Most key aspects of teaching are displayed while teachers interact with their students in the
classroom. As a result, teacher appraisal is usually firmly rooted in classroom observation. Almost all countries use
classroom observations for regular performance management and many countries also use it at the end of the probation
period. Classroom observations are also used for registration in New Zealand and as part of appraisal for promotion in
Israel and Korea. In Korea, the performance-based incentive system is also based on observation of performance. Classroom
observation is usually undertaken by the school leader or a member of the leadership team; but in Chile, a 45-minute class
is videotaped and then evaluated by the national institution responsible for teacher evaluation. In Portugal, classroom
observations are an optional element of regular appraisal, but they are required for the award of “very good” and “excellent”
marks and for advancement to certain career grades.

Objective setting and individual interviews

Most teacher-appraisal models require the individual teacher to set performance objectives for a given period of time in
agreement with the school management. The appraisal then assesses the extent to which the objectives were met. The
setting of objectives, as well as the appraisal itself, usually involve individual interviews that foster reflective discussions
between evaluators and teachers. In addition to classroom observations, interviews and/or dialogues with teachers are also
frequently used across countries, usually for regular performance management, but also at the end of the probation period
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and for registration processes. In Israel, a dialogue with the teacher is also part of the appraisal for promotion. In most
countries, the interview is conducted by a member of the school leadership team; in Chile teachers are interviewed by a
peer in addition to the principal.

Teacher self-appraisal

Requesting that the teacher being appraised evaluates his or her own performance is essential, as self-appraisal encourages
teachers to reflect on the personal, organisational and institutional factors that have an impact on their teaching. Self-
appraisal needs to be distinguished from informal teacher peer review, which has been shown to be an essential element
of collaborative professional development. Teacher self-appraisal is used in most countries in regular appraisal for
performance-management purposes. It is also a formal part of end-of probation processes in Israel, of registration processes
in New Zealand, and of appraisal for promotion in Estonia and Israel.

Teacher’s portfolio

An instrument that often complements teacher self-appraisal is a teacher’s portfolio. A portfolio can include lesson plans
and teaching materials, samples of students” work and sample commentaries on that work, self-reported questionnaires
and reflection sheets. Portfolios are used for all types of appraisal. In Scotland, Singapore, and the German state of
Thuringia, portfolios are used as one component of teacher appraisals; they are also used in England, but are not required
by government regulations.

The content of a teacher’s portfolio can be selected and assembled according to the purpose of the appraisal. Several
researchers argue that portfolios provide information about the extent to which teachers are meeting educational standards
(Klecker, 2000; Campbell et al., 2000; Tucker et al., 2002). Darling-Hammond (2001) argues that teacher development
should take precedence in designing portfolios, and that “narrative reflection” is the best way to foster such development.
Beck et al. (2005) observe that portfolios that focus on teacher development enhance professional outcomes. Combined
with other evaluation instruments, documents prepared by the teacher may be used for summative appraisals.

Teachers sometimes consider the requirement to develop a portfolio as a burden that takes time away from their core work
of teaching. Systems that rely on portfolios should thus encourage teachers to design their portfolios in such a way as to
reflect a “natural harvest” of the teacher’s work. For example, planning documents could describe a unit or lesson that the
teacher is actually teaching; and the video, and accompanying commentary, could capture a lesson in class (Santiago et al.,
forthcoming).

Teacher testing

In some countries, teachers are subject to testing to assess their general and specialised competencies. In some rare
instances, the results of these tests can be used for teacher appraisal. Chile and Mexico use teacher tests for their rewards
schemes. Mexico also uses teacher tests for regular performance appraisal through the universal appraisal system, and there
are several voluntary examinations that teachers can take for entry into the profession and to evaluate their professional
competencies. Luxembourg and Slovenia report using a national examination of teachers at the end of the probation
period, while Sweden uses a national examination of teachers for registration purposes.

Student results

Student learning outcomes are the essential criterion for the success of an education system. In some countries, the vast
majority of teachers receive the highest or very high ratings of their performance in national teacher evaluation scheme
and yet, at the aggregate level, student performance is unsatisfactory. Such mismatches between the messages conveyed
to teachers and the performance of the education system in terms of learning outcomes underlines the importance of
using student learning outcomes systematically as sources of evidence for teacher appraisal. To some extent, such learning
outcomes can be measured through student test scores. Of the countries surveyed by the OECD, the Slovak Republic
reported that student outcomes are used for teacher appraisal at the completion of probation, and Mexico reports that
student outcomes (results of standardised assessments) are used for regular appraisal in the context of performance
management. Mexico also uses student outcomes to evaluate teacher performance as part of its rewards scheme. In Chile,
students’ standardised assessment results are used to evaluate groups of teachers (teachers in individual schools) as part
of the National Performance Evaluation System (SNED). England, Scotland and Singapore reported that they use student
results at some point in the overall teacher-evaluation process.
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While student results are not formally considered as evidence for teacher evaluations in national appraisal frameworks, in
the countries participating in the OECD Teaching and Learning International Survey (TALIS), 65% of teachers reported that
they considered student test scores to be an important part of the feedback they received (Figure 2.1).

Teacher-appraisal systems based on student test results are intended to strengthen incentives for teachers to commit
themselves to helping all students to meet important, centrally defined standards and fulfil goals within the national
curriculum. Student learning outcomes, including student results in standardised assessments, are an appealing measure
to assess teaching performance, since the ultimate goal of teaching is to improve student learning. Braun (2005) argues
that considering student results is a promising approach for two reasons: first, it moves the discussion about teacher quality
towards student learning as the primary goal of teaching; second, it introduces a quantitative and seemingly objective
measurement of teacher performance.

Student test results as an aspect of teacher appraisal (2007-08)
Percentage of lower-secondary teachers who reported that student test results were considered
to be of high or moderate importance in the appraisal and/or feedback they received
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However, it is difficult to identify the specific contribution a given teacher makes to a student’s performance. Learning is
influenced by many factors: the student’s own skills, expectations, motivation and behaviour; the support students receive
from their families and the influence of their peer group; school organisation, resources and climate; and curriculum
structure and content. The effect that teachers have on a student’s performance is also cumulative: at any given moment,
a student is influenced not only by his or her current teachers but also by former teachers. Raw standardised scores thus
reflect much more than the impact of a single teacher on student performance (Isoré, 2009).

In this respect, the development of value-added models that control for a student’s previous results —and can thus potentially
identify an individual teacher’s contribution to the student’s achievement — represents significant progress (see Box 2.3).
However, there is wide consensus in the literature about two points. First, student outcomes should not be the sole measure
of teacher performance, particularly when career decisions concerning the teacher, including pay, are concerned, because
doing so introduces a substantial risk that teachers could be punished or rewarded for results beyond their control (Kane
and Staiger, 2002; McCaffrey et al., 2003; CAESL, 2004; Braun, 2005; Ingvarson et al., 2007). Second, using student
results as an evaluation instrument is likely to be more relevant for whole-school evaluations than for individual teacher-
performance appraisals.

Given that evidence of student learning progress is fundamental, this should not imply that teachers are exempted from
providing evidence to demonstrate student progress in their classrooms through, for instance, portfolios. It is also possible to
design a system where teachers and school leaders meet and agree specific goals for student learning and for ways to assess
student progress towards these goals. Such a system would encourage teachers to work with their colleagues and school leaders
to identify measurable learning and performance goals for the entire class as well as for groups of students. For example, a
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teacher with many struggling students may have both a class goal and a goal specifically for the struggling students. In this
context, it is important that teachers not be penalised for setting high goals that are not always met, because that might result
in teachers setting less-challenging goals for their students. Rather, the students’ success and progress, even if they fall short of
the goals, should be the basis for measuring teachers’ contributions to student learning growth (Santiago et al., forthcoming).
In New York State in the United States, for example, student learning objectives are used to measure teachers’ contribution to
students’ progress in all subjects. Teachers receive guidance in setting appropriate learning objectives for their students, and
districts exercise considerable discretion in approving appropriate assessments and measures to determine student progress.
The measure of that progress constitutes 40% of teacher-evaluation scores while other state-approved measures, such as
classroom observations, surveys and portfolios, constitute the remaining 60% (Santiago et al., forthcoming).

Box 2.1 Delaware, United States: Incorporating measures of student learning
into teacher evaluations

In addition to measuring the usual components of teaching performance, such as planning, instruction, and classroom
environment, education authorities in the United States are starting to incorporate measures of student learning. For
example, the state of Delaware’s evaluation system, the Delaware Performance Appraisal System (DPAS), was initially
based on Danielson’s Framework for Teaching and the four aspects of practice recommended for appraisal: planning
and preparation, classroom environment, instruction and professional responsibilities. When the state revised the
DPAS (now called DPAS 1), it added a fifth aspect, known as ComponentV, on student improvement.

In addition, Delaware has identified methods for gathering information about student progress as an aspect of
teaching performance. Component V calls for teachers to use three measures of student progress: one based on the
state standards test, an alternative measure based on an assessment other than the state standards test, and goals for
student progress developed by the educator. In the 2011-12 school year, Delaware engaged hundreds of the state’s
teachers to develop a wide-ranging library of resources that support implementation of DPAS Component V.

Delaware was also an early leader in efforts to refine observation instruments. For each of the aspects appraised, the
rubric describes specific teaching competencies, which it calls criteria. The purposed of the rubric is to allow “the
teacher and evaluator to develop a common understanding of the teacher’s strengths and areas for improvement” and
to help “ensure evaluator consistency”.

Source: United States Department of Education response to OECD survey.

Surveys of students and parents

Surveys can provide information about how students, parents and others who have continuous contact with a teacher
perceive that teacher’s performance (Peterson, 2000; Peterson et al., 2000; 2003; Jacob and Lefgren, 2005). Such surveys
are rarely used systematically in formal teacher appraisals, however. Across the countries surveyed by the OECD, Mexico
reported using student surveys for performance management, while New Zealand and the Slovak Republic reported
sometimes using student and parent surveys for regular appraisals for performance management. Parent surveys are also
used for regular appraisal in Canada. Poland reported that the opinion of the parents’ council is considered for the rewards/
promotion scheme. In Korea, a multi-dimensional method, including questionnaires completed by students and parents,
is used for regular teacher appraisal for professional development. Of the ten additional countries surveyed for this report,
only the United States reported using surveys of students or surveys of parents at some point in the appraisal process.

Other indicators of teacher performance

A number of countries report using appraisal instruments and information sources that do not readily fit the above
categories. In France, for example, the instruments used at the end of probation are a report prepared by the teacher’s
tutor, the opinion of the school leader and, in rare cases, the inspection report. In Italy, the information used at the end of
probation concerns formal aspects of a teacher’s work, such as attendance at school and participation in training. In the
Netherlands, an extensive description of a teacher’s competencies is available for both completion of probation and regular
performance management. In Austria, the evaluators choose which instruments to use for performance management and
registration appraisals. In Portugal, the instruments used for regular appraisal are outlined by each school in the school-
development plan. In some countries, including Sweden, Hungary and Estonia, school leaders choose the instruments of
certain appraisal processes.
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Box 2.2 Italy: The “Valorizza” (valorisation) experiment to identify and reward teachers

Italy currently has no system to appraise teachers’ performance. School heads are not entitled to do so, nor are the
local authorities, nor the inspectors, who only act as a last resort in cases of serious misconduct. Equally important,
Italy has no data systems in place that would allow for systematic measurement of individual teacher or student
performance on which appraisal could be based.

It was in this context that the Ministry of Education launched an experiment in 2010 to base teacher appraisal
on the collective experience and views of key stakeholders — principals, teachers parents and students - in the
school. Some 33 volunteering schools were invited to join this experiment and, within each school, teachers were
invited to volunteer for being evaluated. Each teacher completed a self-evaluation questionnaire, focused on their
professional behaviour, attitudes and practices, and provided information on their professional background and
career. All parents of the school and the students of the last two grades (12 and 13) were also given an evaluation
form to fill in, where they were asked to name up to three teachers whom they considered as the most highly and
widely respected for their professional behaviour. The teachers’ assembly elected two of its members who, along
with the school head, formed the evaluating committee.

Each of the three committee evaluators carefully reviewed the questionnaires and professional background of the
candidates and, later, the evaluation forms completed by parents and students. No single element of this evaluation
process was given priority over others. The analysis was carried out individually, without prior agreement and without
exchanging views with other participants during the evaluation process. At the end, each of the evaluators identified
his or her personal list of those teachers they considered most highly and widely respected for their professional
behaviour (up to 30% of the candidates). Afterwards, the three evaluators met for the first time and compared their
lists; the teachers who had been listed by all three evaluators were selected. Among those candidates who were
included in two lists were compared and those who were “comparatively better” were added to the overall list,
with the aim that the total would not exceed 30% of the candidates in the school. More than 900 teachers were
evaluated; 276 of them were selected as being highly and widely respected for their professional behavior within
their school.

It is interesting to note that two-thirds of the selected candidates were independently identified by the three
evaluators, and that nearly all in the remaining third were identified by two of the evaluators. These outcomes
suggest that key stakeholders in a school share very similar views as to who is highly and widely respected for their
professional behaviour, even if those stakeholders may not be able to define or agree upon the exact criteria that
characterise that professional behaviour.

Subsequently, the Ministry asked two respected Foundations (Associazione Treellle and Fondazione per la Scuola
della Compagnia di San Paolo) to investigate the extent to which the outcomes from the evaluating committee
were considered appropriate by the other stakeholders in each school. A questionnaire was given to all teachers
(candidates and not) and to the parents and students of the schools in the sample. Once again, an average of
two-thirds of the respondents fully agreed with the results.

It is noteworthy that all schools accepted the experiment favourably. In particular, the exercise was perceived to
provide recognition of teachers for their professional behaviour, and was seen as evidence of trust in the capacity of
school communities to appraise their own members, without having to rely on external experts. In addition, the high
level of agreement on the selected candidates helped to avoid conflict and disputes about the evaluation process.

The fact that each stakeholder offered his or her view separately from others, yet there was a high degree of
convergence among the perspectives, also suggests a high level of face validity of the process and that a good
reputation is a shared opinion, even though it may be based on different criteria or motivations.

As a next step, the Valorizza experiment suggests giving the selected teachers a yearly allowance equal to two to
three months of their ordinary salary for three consecutive years and to repeat the Valorizza appraisal process every
three years, always on a voluntary basis.

Source: Fondazione Treellle.
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Improving teaching and learning through teacher appraisal

Most countries that have formal policy frameworks for teacher appraisal now include classroom observation as a key
instrument for appraisal. However, evidence from TALIS indicates that there are differences across countries in the degree
to which teachers regard classroom observations as an important component in their appraisal. On average across the
countries that participated in the TALIS survey, 73.5% of teachers reported that they considered the direct appraisal of
their teaching in the classroom as moderately or highly important; however, only 40.7% of teachers in Denmark, 44.1% of
teachers in Iceland, 58.4% of teachers in Norway and 55.3% of teachers in Portugal shared that view (Figure 2.2).

Direct evaluation of classroom teaching as an aspect of teacher appraisal (2007-08)
Percentage of lower-secondary teachers who reported that direct appraisal of classroom teaching was considered
to be of high or moderate importance in the appraisal and/or feedback they received

] © — < (=} o E\ ] >~ < < = [x] < > [ e} < c < ] > o -
‘B N T S = s 5 2 £t T© = g 9] o = = < =
g 5§ 8 &5 £ 5 g & 82 g T z 3 § £ @ 5 £ =8 F% » £ 5 8
ot o I~ = ) 2 c > < 35 £ > > 5 o ] ™M 2 7 = 5 ]
s o s s & 5 £ & < 5 o = > E 3 s 2 =2 5
= @ T 3 B 2 s < = a
wy

= 2 =

> @ <

2 =

w
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In countries where teacher appraisal is more informal and not regulated by central frameworks, school leaders may
not be expected to enter classrooms and observe teaching practice with an evaluative focus. Rooting teacher appraisal
firmly in classroom observations can be challenging in countries where there are strong traditions of teacher autonomy
and little experience in classroom observations with an evaluative focus by school leaders or other teachers. In those
countries, the main source of professional feedback for teachers is often a dialogue with the school leader on issues
such as working conditions, responsibilities and salaries without, however, systematically including observation of and
feedback on actual teaching practice (Nusche et al., 2011a; 2011b; Shewbridge et al., 2011). The advantage of classroom
observations, however, is that they are more likely to identify weaknesses in practice that can be addressed through
appropriate professional-development activities. Other proxies for teaching quality, such as lessons plans or evidence
of communication with parents, are important too, but they cannot substitute for what actually occurs in the classroom
(Santiago et al., forthcoming).

In most countries, classroom observations are conducted by personnel within the school, generally school leaders. Several
researchers have criticised the practice of conducting annual announced evaluations as they do not provide an authentic
picture of day-to-day teaching and often do not involve constructive feedback or coaching for improvement (Klinger
et al., 2008; Daley and Kim, 2010; Danielson, 2011; Marshall, 2012; Papay, 2012). In several countries surveyed by the
OECD, teachers were observed only once every few years.

For classroom observations to be useful, each school must have the capacity to conduct them effectively. This requires
that leadership teams be trained in conducting observations and in engaging in constructive discussions with teachers.
Training should include teachers as well, since it is critical for them to understand how their performance will be assessed.
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While high-quality classroom observations appear to be related to better student outcomes, the quality of classroom
observations depends on how well trained the observers are (Kane and Staiger, 2012; Kane et al., 2010; Milanowski, 2004
in Santiago et al., forthcoming).

Using multiple sources of evidence for teacher appraisal

Using several appraisal instruments and multiple sources of evidence for teacher-appraisal systems allows evaluators to
measure different knowledge and skills to obtain a comprehensive picture of teachers’ abilities (Goe et al., 2008; Peterson,
1987; Rockoff and Speroni, 2011). This is particularly important when appraisal results are used for high-stakes decisions,
such as promotion and tenure (Sykes and Winchell, 2010).

While teacher-appraisal models that use multiple instruments and evaluators are more likely to provide a solid basis on
which to appraise teachers, limited resources make trade-offs inevitable. As explained in Isoré (2009), comprehensive
teacher-appraisal procedures imply greater direct and indirect costs at every stage of the process: agreeing on the design
of the system requires time for consultations with all stakeholders; training evaluators is expensive and time-consuming;
conducting appraisals implies additional work for both teachers and evaluators; and aligning broader school reforms, such
as professional-development opportunities, with appraisals requires more resources.

Box 2.3 United States: Measures of Effective Teaching Project

The Bill and Melinda Gates Foundation in the United States funded a three-year study, the Measures of Effective
Teaching (MET) Project, to help “build and test measures of effective teaching to find out how evaluation methods
could be best used to tell teachers more about the skills that make them most effective”. The Foundation released
its third and final report from the MET study in early 2013. The study developed and tested a variety of measures
of teaching in order to determine how those measures might be used to predict student performance. Over
3 000 teachers in six US states volunteered to have their lessons videotaped. The teachers’ effectiveness was
assessed using three different types of measures: classroom observation, student-opinion surveys, and progress in
student achievement. Teachers’ lessons were videotaped and rated by several people who were trained in the use
of the observation instrument. The teachers’ students were surveyed using the Tripod Student Perception Survey.
Teachers who participated in the second year of the study were randomly assigned students to control for prior
academic performance. At its conclusion, the study had student-improvement data on 1 600 teachers over two
years.

The final report draws three conclusions: that effective teaching can be measured; that using multiple measures
with balanced weights helps to understand the different aspects of effective teaching; and that a second observer
of classroom practice increases the reliability of classroom-observation measures. In short, the report demonstrates
that teachers whose students show improvement were likely to get good results in the future, and that teachers who
scored well on other measures, such as classroom observations and student surveys, were likely to have students
who showed improvements.

The report also considers the implications of using multiple measures to evaluate teacher performance. It constructs
different balances among multiple measures and concludes that equal weights create a more accurate assessment
of teacher effectiveness than other models in which one measure is given a greater weight over others. Relying too
heavily on a single measure makes it more likely that other valued practices are obscured by a measure that does
not consider them.

Finally, the report recognises the value of classroom observation in measuring teacher effectiveness. Feedback from
observations can be a powerful tool because it offers teachers actionable advice on how to improve classroom
practice. But the report makes the point that observations become much more reliable tools when there is more than
one observer involved in the process.

Source: http://metproject.org/downloads/MET_Ensuring_Fair_and_Reliable_Measures_Practitioner_Brief.pdf.
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Box 2.4 China: Using multiple measures to evaluate performance

In China, teachers are appraised against four aspects of their performance: professional integrity or values; capability,
including skills and competencies (virtues); diligence; and their own and their students” achievement. The emphasis
in these evaluations tends to fall on teachers’ professional integrity and students’ learning results.

Teachers are evaluated by an elected task force that includes union representatives, party leaders, teachers and other
elected officials. This task force looks at teacher self-appraisal and peer and parent reviews to assess a teacher’s
integrity and capability. For diligence, a teacher’s attendance record is reviewed. To assess a teacher’s achievement,
student outcomes are reviewed, and any awards or certificates the teacher has received, any papers he or she has
published, and the teacher’s participation in research projects are considered.

The appraisal results inform a variety of decisions about the teacher’s future career, including salary and professional
titles, and are added to a teacher’s portfolio as proof of teaching experience. The Director for Instruction can also
use this information to reduce a teacher’s workload if he or she is identified as low-performing or even to transfer
the teacher to another post.

Source: Chinese government response to OECD survey.

Using stakeholder surveys formatively

Although stakeholder surveys only rarely form part of countries’ formal teacher-appraisal frameworks, evidence collected
in TALIS indicates that many teachers consider feedback from parents and students an important aspect of their appraisal
(Figure 2.3). In some countries, teachers design their own student surveys to obtain feedback on their teaching practices
and their students’ progress.

Student and parent feedback as an aspect of teacher appraisal (2007-08)
Percentage of lower-secondary teachers who reported that student and parent feedback was considered
to be of high or moderate importance in the appraisal and/or feedback they received
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Student and parent surveys can provide important formative feedback to teachers (see Box 2.5). In most contexts, student
surveys are not reported to higher levels of the school administration and are generally used only for improvement
purposes by the concerned teacher. Parent surveys are more relevant for whole-school evaluations than for individual
teacher-performance appraisals. As explained by Isoré (2009), the sparse evidence on this subject shows that parents value
qualities in teachers that may have little to do with student achievement, including “the teacher’s ability to promote student
satisfaction” (Jacob and Lefgren, 2005), “humane treatment of students” and “effective communication and collaboration
with parents” (Peterson et al., 2003).

Box 2.5 Using student feedback to help teachers improve their teaching

The Union of Education Norway (the largest union of teachers and school leaders in the country) and the Norwegian
Student Organisation have been working together in a national initiative to develop principles and guidelines for
teacher appraisal by students. The groups recommend that student surveys should: focus on teaching practice rather
than on the teacher as an individual; include students’ self-assessment and assessment of peers so as to allow for
an analysis of how student effort and motivation influence the learning environment; feature questions on teaching
approaches that are relevant for student learning, such as adapted education and feedback to students, as well as
questions on the general context of teaching, such as materials and physical conditions; be carried out anonymously
so as to ensure students give honest answers; and be analysed by the teacher and students together with the aim
of improving the classroom environment and learning outcomes. This exercise should be followed up with a joint
report by the teacher and a group of students on their analysis of results and agreed changes to be made. This report,
together with relevant data, should be submitted to the teachers’ closest supervisor. While not all stakeholders agree
with the recommendations that have emerged from this project, most have accepted the general idea that student
views are an important source of feedback that teachers can use to improve their practice.

Reflecting the student-centred approach to education in Sweden, teachers often conduct surveys among their
students with the aim of obtaining feedback on their teaching practices. These surveys are organised at the teachers’
own initiative and results are used exclusively by the teacher concerned, often in interaction with the students.
Peterson et al. (2000) argue that students respond reliably about teacher quality if questions are formulated in a
simple and relevant way. Teachers interviewed by the review team said that students provide useful insights into
their strategies for teaching and learning, and that they find this opportunity for feedback important. Student surveys
are kept within the classroom and used only to help the teacher improve his or her practice.

Sources: Nusche et al. (2011a), Nusche et al. (2011b).
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Note

1. In Chile, the appraisal is conducted every fourth year if the results are satisfactory; otherwise it it is conducted every year or every other

year.
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Chapter 3
CAPACITY FOR TEACHER APPRAISAL

This chapter examines the roles that different levels of government and
stakeholders can play in designing and implementing teacher-appraisal

procedures. It also discusses the skills needed to conduct and use appraisals
effectively.
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In the countries that have national or state policy frameworks in place for teacher appraisal, the procedures are typically
determined by the central education authorities. However, as outlined below, a range of other groups may also be involved
in setting the rules and procedures for appraisal processes. (For a comparative overview of the actors involved in teacher
appraisal in each country, see Table 3.1.)

THE ROLE OF EDUCATION AUTHORITIES

The public education administrations at the national, state or provincial level play a major role in designing teacher-
appraisal systems, since they usually set student learning objectives, agree standards for the teaching profession, and
establish the norms that regulate teacher appraisals. In some countries, the education authorities play a direct role in
implementing and monitoring teacher-appraisal procedures. This might include designing specific appraisal tools and
instruments, determining appraisal criteria, distributing responsibilities for appraisal, and following-up on appraisal results.
In some countries, education authorities establish general principles and guidelines only and grant schools considerable
autonomy in adapting the teacher-appraisal model to their particular circumstances.

Box 3.1 Teacher appraisal in the United States: A time of experimentation

The diversity of state and local approaches to teacher appraisal in the United States is well documented by the
National Council for Teacher Quality. Its website includes a policy yearbook that summarises state approaches and
a database that allows searches and analytic comparisons of over 100 large school districts.

Despite this diversity, however, the results of teacher evaluations in the United States have been largely uniform
and disappointing. The New Teacher Project’s report, The Widget Effect, documents that over 99% of the teachers
in the districts studied were rated as satisfactory or better on their appraisals; that appraisals were not used to
systematically support the development of teacher competencies; and that the final ratings teachers received were
not predictive of improvements in student learning on any standard measure.

Over the past decade, there has been a growing desire in the United States to advance teacher-appraisal policy. On
the one hand, leaders wanted to develop evaluation systems that were more useful in supporting professional and
career development for teachers. On the other hand, they wanted ratings to be aligned with growth in student
learning. As policy expectations shifted, five themes emerged:

e Teacher appraisal needs to be based on multiple measures of teacher performance, including observed practice,
evidence of student learning (not attainment or proficiency levels, but growth in student learning measured over
time), and other measures, such as student and parent engagement.

e Teacher-observation instruments need to focus more closely on instructional practice in order to serve as a basis
for instructional improvement.

e Teacher appraisal needs to differentiate teacher performance across three or more levels, because a two-level
system (satisfactory/unsatisfactory) focused primarily on minimal competence is insufficient.

e Teacher performance ratings, when informed by multiple measures and supported by classroom observation
instruments intended to improve instruction, can serve as a basis for a wide range of career-development
decisions, such as professional development, compensation, tenure and advancement.

e Teachers and their unions should be deeply engaged in developing and implementing teacher-appraisal systems.

In recent years, the United States has seen an increasing number of experiments taken up by local education
agencies, charter schools and state education agencies to create new teacher-appraisal systems that embrace these
themes. This accelerating experimentation has been fueled by local and state initiatives, as well as by federal
programmes, such as the Teacher Incentive Fund, Race to the Top, and Elementary and Secondary Education Act
Flexibility. Because the United States is a complex and decentralised system, these experiments are diverse and
serve as a laboratory for innovation in the field.

Source: United States Department of Education response to OECD survey.
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Across the countries surveyed by the OECD, the central or state education authorities or governments are in charge of
determining the procedures for teacher appraisal in almost all countries for which information is available (Table 3.1). For
the completion of probation, the central/state authorities are responsible for determining the procedures in all countries
except in the Netherlands, where this is the responsibility of the employer (the National Council of School Boards) and
the school organising bodies. They share this responsibility with the teacher professional organisation (Teaching Council)
in Ireland. In Australia as of 2013, a national framework outlines the principles and essential elements of teacher appraisal,
with the procedures and probation processes varying among employers. For the purpose of regular appraisal for performance
management, the central/state authorities have responsibility for determining the procedures in all countries except in the
Netherlands, Poland and Portugal.! They share this responsibility with the school level in the Czech Republic, Hungary
and Slovenia and with the individual evaluators in France. For registration processes, the central/state education authorities
or governments determine the procedures in Austria. In New Zealand, they share this responsibility with the teacher
professional organisation. In Sweden, procedures are set by a central agency (the National Agency for Education). For
appraisal for promotion and for reward schemes, procedures are set by the central/state authorities in all countries but they
share this responsibility with the school director in the Czech Republic and with the teachers’ union in Mexico.

Local education authorities are usually not involved in determining teacher-appraisal systems in countries that have formal
frameworks for teacher appraisal. Among the countries for which information is available, only Portugal reported that
local education authorities or school clusters establish appraisal procedures. In some countries with highly decentralised
education systems, such as Norway and Denmark, local authorities may formulate their own policies for teacher appraisal,
but they often delegate implementation of those policies to individual school leaders (Nusche et al., 2011; Shewbridge
etal., 2011).

The role of inspectorates

The inspectorate rarely assumes responsibility for individual teacher appraisals (see Table 3.1), but it has an important role
in improving the quality of both school leadership and teaching. It does this by feeding back to school leaders the results
of external school evaluations, which focus on leadership and management, the quality of the teaching and learning
processes, and school climate. In general, the inspectorate also has a prominent role in disseminating good practice
in teacher appraisal. In some countries, the inspectorate helps to develop teacher-appraisal procedures and conducts
individual teacher appraisals with school inspectors assuming the role of evaluators.

The role of professional teacher organisations

In some countries, professional teacher organisations take the lead role in determining procedures for teacher appraisals
and participating in teacher-appraisal processes. This involvement is essential for ensuring that appraisal processes are
relevant for the teaching profession and for fostering buy-in of these processes by members of the profession. In the United
Kingdom, the school principals’ union, the National Association of Head Teachers, has joined forces with the National
Union of Teachers and the Association of Teachers and Lecturers to produce guidance for schools on how to apply appraisal
procedures.

Of the countries surveyed by the OECD, Ireland reported that the procedures for the completion of probation are set by the
central education authority at the advice of the national Teaching Council. The professional teacher organisations in New
Zealand are involved in teacher-registration processes, while in Mexico, the teachers’ union is involved in determining the
rewards scheme for teachers.

The role of schools and school leadership

Among those countries that have formal frameworks for teacher appraisal, the individual school usually plays a limited
role in determining the procedures for teacher appraisal. In some countries, schools may simply implement centrally
established regulations. In these cases, real and recognised pedagogical leadership is necessary so that the appraisal
process is used to improve practice, not to add another layer of bureaucratic administration. In other countries, school
leaders take full responsibility for the appraisal of individual teachers. For example, in Finland, where there are no national
policy frameworks for teacher appraisals, school directors are seen as the pedagogical leaders of the school, responsible for
the school’s teachers and for implementing measures needed to enhance the quality of teaching. As a result, most Finnish
schools have a system that includes annual discussions between individual teachers and school leaders aimed at evaluating
whether the teacher fulfilled the objectives agreed during the previous year and determining developmental needs for the
following year.
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Table 3.1 (1/2)

Responsibilities for determining procedures for teacher appraisal (2011-12)

Performance management

Probation Regular appraisal Registration Promotion Rewards
Australia State education State education Teacher professional | a a
authorities or authorities or organisation; state
governments; school | governments education authorities
board or committee or governments
Austria a Central education a a a
authority
Belgium (Fl.) a Central government a a a
Belgium (Fr.) a a a a a
Canada Provincial/territorial | Provincial/territorial | a a a
education authorities | education authorities
or governments or governments
Chile a Central education a a Central education
authority or authority
government
Czech a Central education a Central education a
Republic authority or authority or
government; government;
school principal school principal
Denmark a a a a
Estonia a a a Central education a
authority
Finland a a a a a
France Central education Central education a a a
authority (by authority; central
ministerial order) government;
individual evaluators
Hungary a Central education a a a
authority or
government; schools
Iceland a a a a a
Ireland Central education a m a a
authority at the
advice of the
teacher professional
organisation
(Teaching Council)
Israel Central education Central education a Central education a
authority authority authority
Italy Central education a a a a
authority
Korea a Central education a Central education Central education
authority authority authority
Luxembourg | Central education a a a a
authority
Mexico a Central education a a Central education

authority

authority or
government;
teacher union

a — not applicable

m— information missing
Source: Synthesis tables completed by countries surveyed by the OECD.
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Table 3.1 (2/2)

Responsibilities for determining procedures for teacher appraisal (2011-12)

Performance management
Probation Regular appraisal Registration Promotion Rewards
Netherlands | Central employer Central employer a a
(National Council (National Council
of School Boards); of School Boards);
school organising school organising
bodies (competent bodies (competent
authorities) authorities)
New Zealand | Teacher professional | Central education Central education a
organisation authority or authority or
(The New Zealand government government (The New
Teachers Council) Zealand Teachers
Council is responsible
for registering
teachers as competent
for practice)
Norway a a a a
Poland a School principal; a Central education
school board authority or
or committee government (general
framework set by law)
Portugal Central education Central education a a
authority; schools authority; schools
Slovak Central education Central education a a
Republic authority (through authority (through the
Act on Pedagogical Act on Pedagogical
Employees; Employees); school
Decree of the Ministry | principals
of Education)
Slovenia Central education Central education a a
authority authority; school
principal
Spain a a a a
Sweden Central education a Government and a
authority and central agency
government (National Agency
for Education)
United Teachers’ Negotiating | Teachers’ Negotiating | a a
Kingdom Committee Committee
(Northern (employing (employing
Ireland) authorities, authorities,
Department of Department of
Education and Education and
teacher unions) teacher unions)

a - not applicable

m— information missing
Source: Synthesis tables completed by countries surveyed by the OECD.

Among those countries that have formal frameworks for teacher appraisal, the school level typically plays a limited role in
determining the procedures for teacher appraisal. For the completion of probation, in Australia, the employer is involved
in determining procedures for appraisal within a national framework, while in the Netherlands, school organising bodies
are involved. For regular appraisal for performance management, schools play a part in determining the procedures in
the Czech Republic, Hungary and Slovenia; in Hungary schools are legally obliged to set rules for regular appraisal. In
Portugal the school clusters may be involved in setting procedures, together with the local school authority. In Poland, the
school director and school board hold full responsibility for determining performance management procedures. In the
Netherlands, the school organising bodies are involved in setting procedures. In the Czech Republic, the school director is
also involved in setting procedures for appraisal for promotion.
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CONDUCTING THE EVALUATION PROCESS
As Table 3.2 shows, those who evaluate teachers are selected from a variety of sources.

Central education authorities

While central education authorities often play a prominent role in determining procedures for appraisal, given the difficulty
of reviewing the performance of all individual teachers across a country, central authorities tend to be less frequently involved
in the actual appraisal process. Hence, central or state education authorities or governments rarely have full responsibility for
conducting evaluations; instead they often share the role of evaluator with other agencies or school leaders.

For the completion of probation, the central/state education authorities have full responsibility for conducting the teacher
appraisal processes only in Slovenia, and they are involved in the process together with other evaluators in Ireland, Israel
and Sweden. For regular appraisal in the context of performance management processes, the central or regional authorities
have responsibility for conducting the process only in Mexico. For registration, a central agency (the National Agency for
Education) is in charge of the process in Sweden. For rewards schemes, the central education authorities are involved in
the evaluation process only in Mexico. In Austria, the central or regional education authorities are involved in appraisal
processes only in the case of complaints for regular appraisal and registration. In Portugal, the education administration
only intervenes with regard to appeals against decisions of the school body that appraises teachers.

External inspectors

Inspectors undertake classroom observations in many countries, but they usually focus on evaluating overall teaching
quality. Only in a few countries are they responsible for appraising individual teachers, school leaders, or teacher-peer
evaluators. Among the countries surveyed by the OECD, Austria and France reported that inspectors play a role as evaluators
in teacher appraisals for the completion of probation and that they do so in collaboration with the school director. In France,
the inspectorate is also involved in regular appraisals of teachers for performance management. Ireland reported that the
inspectorate acts as evaluator in teacher appraisals at the completion of probation, but only at the primary-school level.

School leaders

Given their role as the direct supervisor of teachers, school leaders usually play a prominent role in teacher-appraisal
processes. In some instances, school leaders appraise both pedagogic competencies and skills used for other duties within
the school. In others, school leaders appraise non-pedagogical competencies only. School leaders may also share evaluation
responsibilities with peer evaluators, often senior teachers, and/or external evaluators. As Table 3.2 shows, school leaders or
managers play a role as evaluator of teachers in the majority of countries and for most appraisal types. For the completion of
probation, they are involved as evaluators in all countries for which information is available except Slovenia. School leaders
share their responsibility as evaluators with central/state education authorities in Israel and Sweden, with the Inspectorate
in Austria and France, and with a teacher-education faculty in Luxembourg. They co-operate with other school-level
staff (such as supervisors, peer evaluators, mentor teachers, the school board or school-level evaluation committees) in
Australia, France, Italy and the Slovak Republic. For regular appraisal for performance management, school directors have
full responsibility as evaluators in Canada, the Czech Republic, Israel, the Netherlands, Poland, the Slovak Republic and
Slovenia. They share this responsibility with external accredited evaluators and a local assessment committee in Chile, with
the Inspectorate in France and with an external evaluator in Portugal. Other school-level professionals or the school board
were also involved in addition to the director in the Flemish Community of Belgium, Hungary and New Zealand. In the
Netherlands, the school director as the competent authority represents the school organising body for both completion of
probation and regular appraisal for performance management. For registration purposes, the school director is involved in
Austria, and a member of the school leadership team holds this responsibility in New Zealand. For appraisal for promotion,
school leaders hold the responsibility for conducting the process in the Czech Republic, Israel and Poland. In Israel, while
the school leader makes the final decision for the appraisal for performance management and for promotion, he or she may
consult with other school staff regarding teacher appraisal. In Korea, the school director shares responsibility for appraisals
for promotion and for rewards with peer evaluators.

Teacher peers

In some systems, teacher appraisal is based on reviews by more experienced peers. These evaluators are likely to be
“accomplished” teachers who are recognised as having in-depth subject knowledge and pedagogical expertise, and as
being highly proficient and successful practitioners who are able to guide and support others in teaching. Peer evaluators
may be teachers internal or external to the school of the appraised teacher.
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Table 3.2 (1/2)

Evaluators involved in teacher-appraisal processes (2011-12)

Performance management
Probation Regular appraisal Registration Promotion Rewards
Australia State education School principal; Teacher professional | a a
authorities; school member of school organisation
principal; supervisor; |leadership other than
peer evaluator at the | school principal;
same school supervisor;
peer evaluator
at the same level
Austria a School principal; a a a
ISCED 2-3: state or
regional education
authority in case of
appeal or complaint
Belgium (FI.) |a School principal a a a
(Tst evaluator);
school organising
bodies (2nd evaluator)
Belgium (Fr.) a a a a a
Canada School principal School principal a a a
Chile a External accredited a a Central education
evaluators; school authority
principal; teacher
from another school;
municipal evaluation
commission
(composed of local
peer evaluators)
Czech a School principal a School principal a
Republic
Denmark a a a a a
Estonia a a a Special commission | a
Finland a a a a a
France General Inspectorate; | General Inspectorate; | a a a
school principal; school principal
supervisor
Hungary a School principal; a a a
evaluators specified
in the school’s quality
assurance programme
Iceland a a a a a
Ireland Inspectorate of a m a a
the Department
of Education and
Skills (ISCED 1);
school leadership
(ISCED 2,3)
Israel School principal; School principal a School principal a
central education
authority
Italy School principal; a a a a
school-based
evaluation committee

a - not applicable
m - information missing

Source: Derived from information supplied by countries participating in the OECD Review on Evaluation and Assessment Frameworks for Improving School Outcomes. The table should

be interpreted as providing broad indications only, and not strict comparability across countries.
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Table 3.2 (2/2)

Evaluators involved in teacher-appraisal processes (2011-12)

Performance management
Probation Regular appraisal Registration Promotion Rewards
Korea a Peer evaluators a School principal; School principal;
at the same school peer evaluators peer evaluators
at the same school at the same school
Luxembourg | School principal; a a a a
teacher education
faculty of University
of Luxembourg
Mexico a Central education a a Central education
authority authority or
government
Netherlands School principal School principal a a a
representing school | representing school
organising body organising body
(competent authority) | (competent authority)
New Zealand | School principal Member of school Member of school a a
leadership team; peer | leadership team
evaluator from the
same school
Norway a a a a a
Poland a School principal a School principal a
Portugal Teachers from Teachers from a a a
the same school; the same school;
collegiate body within | collegiate body within
the school (chaired the school (chaired
by principal); trained | by principal); trained
teachers from other | teachers from other
schools schools
Slovak Mentor teacher; School principal a a a
Republic examination
committee nominated
by the school
principal
Slovenia Central education School principal a a a
authority
Spain a a a a a
Sweden Central education a Central agency a a
authority; school (National Agency
principal for Education)
United School principal or School principal or a a a
Kingdom a teacher reviewer a teacher reviewer
(Northern designated by designated by
Ireland) the school principal | the school principal

a — not applicable

m— information missing

Source: Derived from information supplied by countries participating in the OECD Review on Evaluation and Assessment Frameworks for Improving School Outcomes. The table should
be interpreted as providing broad indications only, and not strict comparability across countries.

For the completion of probation, peer evaluators and/or supervisors from the same school are involved in the appraisal
process in France and sometimes Australia. In Italy, an evaluation committee of, on average, four teachers takes part in
the evaluation process together with the school director. In the Slovak Republic, mentor teachers as well as examination
committees nominated by the school director are in charge of the appraisal process for completion of probation. For
regular performance management, peer evaluators are involved in many countries including Chile, Hungary, Korea, and
New Zealand. In Portugal, peer appraisal is the dominant feature of performance management. In Korea, peer evaluators
are involved in regular appraisal, appraisal for promotion and appraisal for rewards. For the rewards scheme in Korea
(performance-based incentive system), schools are required to set up a screening committee to decide incentive levels
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and set standards for provision; the school head makes final decisions regarding standards to provide incentives after the
committee deliberates. Of the countries surveyed for this report, only Singapore and one German state reported using peer
review at some stage of the appraisal process.

Other evaluators

For registration processes, some countries use evaluators that do not readily fit the above categories. In Chile, a municipal
evaluation committee, composed of trained peer evaluators from the municipality, is involved in the process in addition to
the school director and external, accredited evaluators.

Using multiple evaluators

The participation of multiple evaluators is often seen as key to successful teacher-appraisal practices. Several researchers
recommend that at least more than one person should be involved in judging teacher quality and performance
(Peterson, 2000; Stronge and Tucker, 2003). Danielson and McGreal (2000) explain that the “360-degree evaluation
systems”, in which many kinds of evaluators participate, support the idea that a teacher’s competence may be judged from
several different perspectives. Gathering evidence about a teacher’s practice from multiple sources helps to ensure accuracy
and fairness of the evaluation process, given the complexity of what it means to be a “good” teacher (Danielson, 1996,
2007; Peterson, 2000). For example, school leaders’ assessments of teacher performance may be just as accurate as that
of highly trained external evaluators, but the former are more aware of variables in the particular school context that may
affect a teacher’s performance. On the other hand, some studies have indicated that while principals tend to be very good
at identifying high- and low-performing teachers, they are sometimes unable to distinguish between teachers in the middle
of the distribution and may be influenced by affective or other factors unrelated to performance (Bolino and Turnley, 2003;
Jacob and Lefgren, 2005; 2008).

For formative appraisals, there are also advantages to drawing on the perspectives of several evaluators. Peers and colleagues
who have the same characteristics, teach the same subject and/or to the same students are more likely to win the confidence
of the teacher being evaluated. The teachers may therefore more easily engage in self-reflection about their practices, and
express their feelings and concerns during interviews, without fearing potential sanctions. Peers can also provide qualitative
feedback based on their own experience (Isoré, 2009). But principals are essential to forge the link between the teacher’s
self-acknowledged needs for improvement and the professional-development opportunities and needs of the school. They are
also more likely to provide informal, continuing feedback to the teacher throughout the year and not only during the formal
evaluation process. More generally, they are essential for making performance improvement a priority and for institutionalising
teacher evaluation as part of broader school policies (Heneman et al., 2007; Robinson, 2007; Pont et al., 2008).

Teacher-appraisal systems that draw on multiple evaluators require considerable time and resources of both evaluators and
those being evaluated. If the appraisal process is to be beneficial, teachers should be given have adequate time to reflect
on their own practice. Thus, both teachers and evaluators should be released from some of their duties during the appraisal
process (Heneman et al., 2006; Isoré, 2009).

DEVELOPING SKILLS FOR TEACHER APPRAISAL

The effectiveness of appraisals crucially depends on whether evaluators have the knowledge and skills to evaluate teachers
reliably in relation to established criteria, and also on whether teachers are prepared to use the results of appraisal in such
a way as to improve their performance. To this end, it is important that all those involved in teacher appraisal receive
adequate information and training to make the most of the process.

Developing skills and competencies for teacher appraisal across the school system takes time and requires a substantial
commitment from both education authorities and the main actors involved in teacher appraisal. The “how” and “why” of
teacher appraisal must be explained; consensus about the indicators and norms that define school or teacher quality must
be built among stakeholders; evaluators must be trained in the appropriate approaches and techniques; and schools and
teachers must be given time to prepare and understand the instruments they will use for evaluating teachers.

Enhancing the capacity of teachers to benefit from their appraisals

Ensuring that teachers’ views are reflected in the appraisal process is essential for both engaging teachers in the process and
improving their performance (Peterson, 2000; Kennedy, 2005). Teachers must know what is expected from them in order to
be recognised as “good” teachers. This requires not only complete transparency in the evaluation criteria and procedures,
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but also ensuring that teachers are provided with support and coaching. For example, in the United States, the Guide to
Understanding National Board Certification explains the certification process, how scores are determined, who is involved,
and offers advice to teachers on how to succeed, including what to include in a portfolio and examples and ideas from past
candidates and trainers (AFT and NEA, 2008).

It is also important to link the teacher-appraisal system with initial teacher education and professional development. In
some countries surveyed by the OECD there were concerns that what teachers learned in their initial preparation was
poorly aligned to the standards and criteria of “good teaching” that they were supposed to meet later on. Where national
standards for the teaching profession exist, they should be consistently applied in all initial teacher-education programmes.
Self-appraisal, appraisal by others, and feedback should be offered in initial teacher training so that teachers are prepared
to participate in these processes.

Induction and mentoring programmes for new teachers can further ease the transition between initial education and
evaluation processes. As highlighted by the OECD (2010), recent research indicates that beginning teachers can benefit
from mentoring programmes, provided they are of high quality. Mentors should be carefully selected, be given adequate
time to carry out their tasks, and be well-prepared (Hobson et al., 2009, in OECD, 2010). Developing mentor teachers at
the school level can also be a way to distribute school-leadership tasks more broadly. Mentors can play a key role in helping
teachers to understand existing teaching standards, self-evaluate their practice, and use feedback to improve their practice
(Santiago et al., forthcoming).

Strengthening the capacity of school leaders to conduct regular teacher appraisal

Education systems have increasingly recognised the importance of school leaders who help to guide the pedagogy in their
schools, as substantiated in an OECD report (Pont et al., 2008). There are many advantages to having the principal and/or
other teachers conduct developmental teacher appraisals given their familiarity with the context in which teachers work,
their awareness of the school’s needs, and their ability to provide feedback quickly.

But in many countries, school leaders are largely administrators. They may not have been trained in appraising their
staff’s teaching skills, and they might not have any expertise in the subject taught by the teacher being evaluated. In
addition, if there is little external guidance about how to conduct a teacher appraisal and the criteria against which
performance should be measured, school leaders might base their judgements on standards that are very different from
those applied in other schools.

National authorities should thus provide leadership in developing standards and criteria for evaluation and guidance
for school staff, particularly school leaders, in conducting appraisals. In New Zealand, for example, the New Zealand
Teaching Council (NZTC) provides resources and support to ensure that principals can undertake effective appraisals
and that staff are guided through the processes (Nusche et al., 2012). In addition, school leaders should be offered
dedicated training and professional-development opportunities. Across countries surveyed by the OECD, there were
few examples of professional development for school leaders or peers dedicated specifically to methods for appraising
teachers. However, in several countries, a component regarding teacher appraisal was included in broader school-
leadership development programmes (Box 3.2).

Building the skills of peer evaluators

Teachers often learn best from other teachers (Coggshall et al., 2011; Jackson and Bruegmann, 2009), so it is not surprising
that peer evaluations are mostly used in appraisals for improvement purposes. In the United States, for example, several
districts use the Peer Assistant and Review (PAR) programmes, where expert mentor teachers or coaches support new
teachers and experienced teachers who are struggling, and conduct some aspects of the teachers’ appraisal. Based on the
appraisal, teachers design professional-development plans that are tailored to the strengths and weaknesses identified
during the appraisal. They then work with mentor teachers to achieve the goals outlined in the plan. As part of the
programmes, a panel of teachers and leaders makes recommendations about personnel decisions based on evidence
from the appraisal. Several studies argue that engaging peers as reviewers and coaches creates a more transparent
process, and that the approach can help to improve teaching and assist school leaders in deciding which teachers require
more assistance, which are eligible for contract renewals or tenure, and which teachers should consider leaving the
profession (Goldstein and Noguera, 2006; Klinger et al., 2008; Darling-Hammond et al., 2012). In any teacher-appraisal
procedure that uses peer evaluators, teachers’ peers must be trained in how to conduct fair and effective appraisals.
Box 3.3 provides some examples.
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Box 3.2 Supporting school leaders in developing skills for teacher appraisal

In the Czech Republic, as part of European Social Fund (ESF) programming, several projects have been developed
to improve the capacity for teacher appraisal. In particular, the “On the Road to Quality” project, launched in
2009, aims to develop instruments for teacher appraisal as part of school self-evaluation and to build teachers’
capacity for understanding and implementing evaluation approaches. One aspect of the project involved developing
a 360-degree feedback tool for middle-management staff in schools. Some of the regional authorities have also
developed programmes to strengthen the approaches and methods used for teacher appraisal across schools. For
example, in the Moravian-Silesian region, a methodology was developed to support school principals in teacher
appraisal, as part of an ESF-funded project (“The Chance”).

In Norway, where there is little tradition of regular classroom observation by principals, a national education
programme for principals was introduced in 2009. The programme was initially targeted at newly employed principals
who have been in the position for less than two years. It will then be extended to reach more experienced principals
who have not received training in this area. The overall aim of this new initiative is to better equip principals for their
role as leaders, particularly for guiding the teaching and learning processes at school. It is expected that as principals
become better prepared for pedagogical leadership, they will also become more confident in appraising and providing
feedback to their teaching staff. It is hoped that this will make it easier for teachers to accept school leaders in their role
as classroom observers and evaluators of teaching performance. The framework defines four main competences for
school leaders. While appraising staff is not included as an explicit competence, it is at the core of the first competence
area: “the pupils’ learning results and the learning environment”. Under this heading, the competence framework
states that “the head teacher’s ability to lead the learning process and guide teachers in this process will be decisive”
(Norwegian Directorate for Education and Training, 2008). Many of the skills and attitudes principals should be able
to master in this area relate to appraising and guiding teachers’ practices: (1) setting goals for teaching work; (2) setting
standards for quality in working processes and being able to enforce these; (3) following-up on and giving feedback to
individual co-workers; (4) creating pride, aspirations and a desire to achieve results in teachers; (5) guiding and giving
feedback to teachers; and (6) challenging teachers and setting definite demands on quality.

Sources: Santiago et al. (2012a); Nusche et al. (2011).

Box 3.3 Building capacity for peer appraisal

Teacher appraisal in Portugal relies entirely on peer evaluation. All key roles in teacher appraisal, including
performance evaluation, co-ordination, counselling and pedagogical supervision, are exercised by teachers. To
enhance capacity for appraisal at the school level, the Ministry of Education entered into a contract with a higher
education institution to manage an in-service training system for teacher appraisal. In the first half of 2011, 50 teachers
with a master’s degree in the field of evaluation were identified from Portugal’s five education regions to participate
in specialised training on teacher appraisal, including classroom observation. This post-graduate training emphasised
classroom observation, as this was seen as the area that could have the greatest impact on improving teaching and
learning. Upon completion of the training, this first group of highly qualified teachers was expected to be able to act
as multipliers and train the rapporteurs in schools who were evaluating their peers.

One of the strengths of Chile’s teacher-evaluation approach (Docentemas) is the involvement of so many practising
teachers as evaluators. Practising teachers can play two key roles in the evaluation process: as “correctors” of teacher
portfolios in one of the correction centres set up by Docentemads in various universities; and as peer evaluators who
conduct peer interviews and participate in the Community Evaluation Commissions. For both roles, teachers are
given intensive preparation and training. The portfolio correctors are trained in a one-week training course where
they work together with specialists to identify concrete examples of different performance levels. The training sessions
comprise individual and group work in which teachers discuss judgements about proficiency levels. This is followed
by a test period where the correctors apply what they have learned, internalise the correction processes, and benefit
from group discussion about the results. Peer evaluators are selected and trained by the national Docentemas team
or the local university in charge of the process. Only teachers who have been previously rated as “outstanding” or
"proficient” can apply to become peer evaluators. They receive training in two full-day seminars, during which they
learn about the six questions to be asked in the interview and the rubrics to be applied in assigning performance
levels. The training also includes exercises and feedback to the participants. At the end of this training phase, there is
another selection process; not all of those initially selected will be retained as peer evaluators.

Sources: Santiago et al. (2012b); Santiago et al. (forthcoming).
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Developing central expertise for teacher appraisal

To build central capacity to formulate teacher-appraisal systems, it is important that institutions that support teachers and
the teaching profession engage with each other and with the research community to ensure that the system is based on
scientific advice and evidence. As explained by Isoré (2009), researchers in education and experienced teachers can offer
their expertise in defining good teaching practices and in identifying relevant criteria and instruments to evaluate teachers
(Ingvarson et al., 2007). Box 3.4 provides an example of how central agencies in Chile are co-operating with experts to
develop the national teacher-evaluation system. In addition, conducting a pilot implementation before the full roll-out of
a new teacher-appraisal system can help policy makers ensure the validity and reliability of the system, reveal potential
weaknesses and flaws, and allow for early feedback from stakeholders involved in the pilot (Isoré, 2009).

Box 3.4 Developing central expertise for teacher appraisal in Chile

In Chile, teacher evaluation relies on the competencies of several agencies at the central level that co-operate
regularly to ensure the quality of the process. While the Ministry of Education is responsible for managing teacher
evaluations, the Centre for Training, Experimentation and Pedagogical Research (CPEIP) is responsible for technical
co-ordination. In turn, CPEIP is obliged to receive independent scientific advice from universities with expertise in
the area. The national team responsible for the Docentemads teacher-evaluation process consists of 36 members,
including professionals, technicians and administrative staff, most of whom have a background in education or
psychology. Under supervision of the CPEIP, the Docentemds team collaborates in all aspects of the process, including
designing assessment instruments and guidelines, arranging the logistics for implementation of the process, selecting
and training peer evaluators, correcting teachers’ portfolios, developing and maintaining information systems, and
preparing results reports. The Docentemads team uses feedback from teachers who had previously been evaluated to
continuously build the capacity of its own staff. The close collaboration with the Docentemds team ensures that the
system is based on scientific advice as well as national and international research evidence.

In addition, many universities providing initial teacher training are closely associated with the process. In particular,
the portfolio-correction centres are located within universities across the country. According to CPEIP, involving the
universities in the process is essential for legitimising the process in the eyes of the profession. It also helps to build
capacity and generate institutional learning within the universities themselves, which may help them align initial
teacher training with the objectives of the teacher-evaluation process.

Source: Santiago et al. (forthcoming).
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Note

1. In the Netherlands, it is the responsibility of the central employer and the school organising bodies, in Poland it is the responsibility
of the school director, school board or committee and in Portugal it is the responsibility of the local school authority or schools cluster.
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Chapter 4

USING THE RESULTS
FROM TEACHER APPRAISAL

This chapter discusses how different countries and school systems use the results
from teacher appraisals. Depending on how each system is designed, results
can affect teachers’ career progression, pay and professional development.
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Any appraisal of teachers will only be effective if the results of the appraisal are used effectively. That means feeding
information on performance back to those who deliver education services, notably teachers and school leaders; designing
professional-development activities to improve teaching practices; establishing rewards, support systems and consequences
that flow from appraisal results; and developing the channels through which the information gathered during teacher
appraisals is used to develop education policy.

Box 4.1 How teacher appraisal influences teaching and learning:
A brief overview of research evidence

The research literature on teaching quality largely establishes that teachers matter in student outcomes, in the sense
that they are important contributors to students’ academic achievement (OECD, 2005). However, the literature is
more hesitant in defining the qualities that make a teacher effective and the relative importance of teacher quality
vis-a-vis other factors that theoretically influence student learning, including family, student and school factors. Not
surprisingly, measuring the impact of the appraisal of teachers in terms of student learning is even more difficult.
Overall, research seems to show that teacher appraisal has an indirect impact on student learning, by influencing
teachers’ attitudes and practices, which in turn, may shape student learning outcomes.

There are several strands of research analysing the impact of teacher-appraisal systems on teaching and learning.
First, there is a body of research that looks at the effects of teacher appraisal on the enhancement of teacher practice
and motivation, as perceived by the teachers who are evaluated. If teachers report enhanced practices owing to
the appraisal process — and assuming that the corresponding practices are relevant to student learning — then the
appraisal system is supposed to be effective at indirectly improving student outcomes. Second, there are a range of
quantitative studies that attempt to identify a direct link between teacher appraisal and student learning outcomes.
Given the many factors influencing student outcomes, such a link is more difficult to establish and the results of this
research appear to be mixed.

The relationship between teacher appraisal and teacher practices and motivation

Several studies have analysed the impact of the voluntary teacher-appraisal process proposed by the National
Board for Professional Teaching Standards (NBPTS) in the United States. Several authors (Bond et al., 2000; Lustick
and Sykes, 2006) found that teachers applied in the classroom what they had learned from the evaluation process.
Teachers seemed to have also gained new enthusiasm for the profession — in terms of how long they plan to stay in
teaching — as a result of going through the evaluation process (Vandervoort et al., 2004; Lustick and Sykes, 2006;
Sykes et al., 2006; NBPTS, 2007). In addition, the accomplished teachers who went through the evaluation process
were more likely to contribute to school leadership by adopting new roles, including mentoring and coaching other
teachers who recognise certified teachers as helpful (Petty, 2002; Freund et al., 2005; Sykes et al., 2006). Cohen and
Rice (2005) concluded that the NBPTS provides a cost-effective opportunity for professional development through
the evaluation process by requiring teachers to create portfolios and reflect on their practices, and by helping them
to focus on curricula and accurate assessments of student learning. These studies provide considerable insights into
the formative aspects of teacher-evaluation systems.

The relationship between teacher appraisal and student learning outcomes

Measuring the direct effect of teacher appraisal on student learning outcomes is more challenging. Such research
needs to control for the broad set of qualitative variables that are likely to influence student learning. These variables
encompass teacher characteristics (e.g. age, gender), teacher education and experience, students’ family factors
(e.g. parents’ background, parents’ support), school factors (e.g. school policies, school incentives, peer and
classroom effects) and student factors (e.g. motivation, cognitive abilities, cumulative experience). The complex
realities of education prevent researchers from accurately assimilating these factors as traditional inputs into
production functions (Hanushek, 1986). Moreover, because of its qualitative and heterogeneous nature, the output
itself — student learning — is not a traditionally measurable “end product”, and this makes the decomposition between
different factor contributions even more difficult (Hanushek, 1986; Ingvarson et al., 2007). This implies that this type
of quantitative study in education requires particular attention to analytical issues or potential misinterpretations of
the results.
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There is a body of research that focuses on the variation in the statistical relationship between teachers and student
outcomes when teachers pass one particular appraisal process and when they do not. This body of evidence does
not assess the effects of teacher evaluation on student outcomes, since it compares two distinct groups of teachers
(one subject to evaluation, the other not) instead of comparing the impact of one particular group of teachers
on student outcomes before and after the considered evaluation process. Rather, it provides an indication of the
capacity of the evaluation process to distinguish proficient teachers from other teachers. These studies are essential
since they establish the viability and reliability of an evaluation scheme, which are indispensable for fairness in
summative procedures and for the potential link to rewards.

For instance, numerous studies examined the viability of the appraisal process associated with the National Board
for Professional Teaching Standards (NBPTS) in the United States because it represents one of the most complex
and comprehensive approaches to teacher evaluation and also leads to a formal recognition — the National Board
Certification (NBC). A number of authors (Cavalluzzo, 2004; Goldhaber and Anthony, 2007; Vandervoort et al.,
2004; Smith et al., 2005) found that students of teachers who have obtained the NBC do better on standardised
tests than students of non-certified teachers. This indicates, first, that teacher practices are important for student
achievement and, second, that the NBC correctly identifies the teachers who have adopted the best practices.
Moreover, Goldhaber and Anthony (2007) and Cavalluzzo (2004) also conclude that student scores particularly
improved for minority students and special-needs students, thus suggesting that the NBC properly identifies
teachers who adopt the practices that enhance educational equity in addition to overall efficacy. However, other
authors (McColskey and Stronge, 2005; Sanders et al., 2005; Harris and Sass, 2007) found that students of
teachers who obtained the NBC did not perform significantly better than other students, despite improvements
in some grades or areas.

The empirical evidence is also mixed for systems of compulsory teacher evaluation. Milanowski (2004) estimated
the relationship between teacher-evaluation ratings and a measure of value-added student achievement for the
US district of Cincinnati, which has implemented a comprehensive standards-based teacher-evaluation scheme as
a basis for a knowledge- and skills-based pay system. He found significant positive correlations, and concluded
that if scores from a rigorous teacher-evaluation system are substantially related to student achievement, then this
provides evidence of validity for the use of teachers’ scores as a basis for a financial-reward system. Borman and
Kimball (2005) studied the teacher-evaluation system of the district of Washoe County, with a two-level model. After
controlling for student background and teachers’ experience, they assessed the relation between teacher quality as
measured by the evaluation system and both overall classroom mean achievement and within-classroom effects on
social equality. They found that teachers with high evaluation scores are related to better student learning outcomes
across grades and subjects (reading and math). But these teachers do not appear to be reducing gaps in achievement
between low- and high-achieving students and students from low-income or minority backgrounds. This is a source
of scepticism when looking at the validity of the evaluation system to distinguish between teachers who adopt
practices directed towards equity and those who do not.

Research has increasingly emphasised the importance of classroom observations in teacher appraisal. Two
recent studies analysing the relationship between teacher appraisal based on classroom observations and student
performance report positive results. The Measures of Effective Teaching (MET) project compares five different
instruments for classroom observation and analyses their relationship with a range of student outcomes. The analysis
is based on the practice of over 1 300 teachers across different school districts in the United States. The study concludes
that all five classroom observation instruments were positively associated with student-achievement gains (Kane and
Staiger, 2012). With a similar focus, Taylor and Tylor (2012) analyse the effects of the long-running Teacher Evaluation
System (TES) in Cincinnati Public schools, which evaluates teachers’ professional practice through multiple detailed
classroom observations and a review of teacher work products. They find that high-quality teacher evaluation based
on classroom observation improved the performance of mid-career teachers both during the period of evaluation
and in subsequent years. In particular, students assigned to a teacher after he or she had participated in TES scored
about 10% of a standard deviation higher in mathematics than students of similar proficiency taught by the same
teacher prior to participation in TES.

Source: Isoré (2009); Kane and Staiger (2012); Taylor and Tyler (2012).
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Using the Results from Teacher Appraisal

FORNMATIVE USE OF RESULTS

A key objective of teacher appraisal is to identify areas for improvement for individual teachers, leading to the preparation
of individual improvement plans that take into account the overall school development plan. Pedagogical leadership at
the school level plays a key role in ensuring the effectiveness of this link (Pont et al., 2008). The resources made available
for professional and school development are another key element. Without a clear link to professional-development
opportunities, the impact of teacher appraisal and performance review will be relatively limited. As a result, the appraisal
process may not be taken seriously or be met with mistrust or apathy by the teachers being appraised (Danielson, 2001;
Milanowski and Kimball, 2003; Margo et al., 2008).

Information collected from countries surveyed by the OECD indicates that all types of teacher appraisal, except explicit
reward schemes, may influence future professional-development activities (Table 4.1). Teacher appraisal as part of regular
performance management is most often connected to professional-development activities or plans. It systematically
influences professional development in Korea, Mexico and Portugal and it is expected/intended to do so in Austria, the
Flemish Community of Belgium, Canada, France, Israel, the Netherlands, New Zealand, Portugal and Slovenia. In Chile,
it systematically results in a professional-development plan for teachers who have obtained a “basic” or “poor” rating.
In the Czech Republic, Hungary, Poland and the Slovak Republic, the link between regular appraisal for performance
management and professional development is not prescribed nationally, but may well exist at the school level. Practices
vary across schools depending on internal regulations.

Box 4.2 Germany: Looking for untapped potential through teacher appraisal

One function of the teacher-appraisal system in the German state of Hamburg is to identify a teacher’s potential to
contribute to activities beyond their standard duties as a classroom teacher. In addition to the standard evaluation
criteria, assessors have to verify and document whether the teacher has any skills or competencies that are not being
used but could be used in school development or management duties within the school. If the statement from the
assessor is significant and clear, the end result could be that teachers’ skills are used to help in school development
and to raise the job satisfaction of high-performing teachers. The appraisal directive requires an annual meeting of all
assessors (the school executive board) at which the handling of appraisals and the use of the rating scale is discussed.

Source: German Lander response to OECD survey.

Box 4.3 Denmark: Collaborative evaluation

In Denmark, teacher appraisal is not regulated by law and no national requirements exist to evaluate the performance of
teachers. Actual teacher-appraisal practices are determined locally with the possible influence of municipal requirements
or guidelines. According to the Folkeskole Act, the school principal is responsible for the quality of teaching at the school
as well as the overall administrative and pedagogical management of the school, including the professional development
of teachers. As a result, the main responsibility of designing, introducing and organising teacher-appraisal procedures
within the school lies with the school principal. Actual teacher-appraisal practices in Danish schools seem to be based on
a culture where school leaders show confidence in their teachers, appraisal is conducted as a school-teacher or teacher-
teacher dialogue, and procedures are defined in collaboration with the teachers.

Work in Danish schools is increasingly organised in a way that encourages teamwork. Schools are increasingly
structuring work around teams of teachers (e.g. class team, form team, section team, subject team) that share
responsibility for organising their work. This development has led to growing co-operation among teachers and a
more formal dialogue between the school leaders and teams of teachers. This also provides a context in which some
schools organise teacher appraisal mostly within teams. In this situation teachers co-operate on promoting the quality
of the teaching in the school. It is a widespread practice in the Folkeskole that planning, learning and knowledge-
sharing takes place in teacher teams in school. Other typical activities among teachers include supervising each other
within a team and discussing together the progress and development of an individual student.

Source: Shewbridge et al. (2011).
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In Australia, Canada, Ireland, Israel and the Netherlands, appraisal at completion of probation is also expected to influence
professional development. Registration systematically influences professional development in Australia and is expected to
do so in New Zealand. The promotion scheme in Israel is also expected to inform future professional development. In the
Czech Republic, appraisal for promotion influences professional development if it is related to accession to a particular
professional status, such as that of pedagogical advisor.

Box 4.4 Netherlands: Peer review

Peer-review systems have also begun in schools in the Netherlands. One such programme is SKOOP, which involves
teachers and staff from one school visiting and reviewing their counterparts in another. The methodology is based
on a supervisory framework developed by the Dutch Inspectorate of Education. A department or team of tuition or
management staff visits another school where they observe lessons and conduct panel interviews in order to form
an impression of the school. That impression is then discussed with the school authorities and a written report is
produced.

The results to date are encouraging, and it is believed that this type of peer review can make a valuable contribution
to the professionalisation of teaching staff, helping them to make full use of their professional autonomy. Teachers
are reminded of what being a good teacher actually entails. When the review visit focuses on the indicators used
in official school inspections and the assessment of professional competence, it prompts internal discussions about
the policies needed to develop and retain high-quality teaching staff.

Source: Dutch Ministry of Education, Culture and Science response to OECD survey.

Box 4.5 The Czech Republic: Encouraging co-operation and exchange among teachers

Exchanges with colleagues can also be an important source of constructive feedback to teachers. In the Czech Republic,
teachers in larger schools are typically organised in subject commissions that gather all teachers of a particular subject.
This structure facilitates peer exchange and co-operation regarding teaching that subject, such as preparing lessons or
teaching particular concepts. The heads of subject commissions usually play an important role in organising classroom
observations and/or peer appraisal, looking after new teachers and reporting to the school principal with a view to
providing input to the school’s self-evaluation. Although not widespread, in some schools there are established systems
for peer review with school-wide criteria and a focus on identifying teachers’ individual development needs.

Source: Santiago et al. (2012).

SUMMATIVE USE OF RESULTS

Appraisals of teacher performance can also be used to determine career advancement and performance rewards or establish
sanctions for underperforming teachers. Recognising and rewarding teaching excellence is essential for retaining effective
teachers and for making teaching an attractive career choice (OECD, 2005). In general, teacher appraisals might have
consequences at the following levels:

Career decisions

Most countries do not directly link teacher-appraisal results to pay but, instead, to career progression, thereby establishing
an indirect link with salaries. As shown in Table 4.2, most teacher-appraisal results are related to the speed at which the
teacher progresses in his or her career. In addition, teacher appraisal can be used to make decisions at key points in a
teacher’s career. For example, the results of an appraisal can be used to make tenure decisions at the end of the probationary
period, for contract renewal and during stages of registration, and they could influence the decision to appoint a teacher
to a given school post.
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Influence of teacher appraisal on professional development (2011-12)

Completion
of probation

Performance management

Regular appraisal

Registration

Promotion

It systematically
influences professional
development activities

United Kingdom
(Northern Ireland)

Australia, Chile,? Korea,
Mexico, Portugal,?
United Kingdom
(Northern Ireland)

Australia

Czech Republic?

It is expected/
intended to influence
professional
development activities

Australia, Canada, Ireland,

Israel, Netherlands,
New Zealand

Austria, Belgium (FL.),
Canada, France,
Israel, Netherlands,
New Zealand, Slovenia

New Zealand

Israel

It may influence
professional
development activities,
depending on school
policies and practices

Slovak Republic

Czech Republic,
Hungary, Poland,
Slovak Republic

It does not influence
teacher professional
development

France,! Italy,

Luxembourg, Slovenia

Sweden

Estonia, Korea, Poland

1. France: But a negative appraisal may result in a second year of stage.
2. Chile, Portugal: It systematically results in a professional development plan for teachers who have obtained a low rating only.
3. Czech Republic: It influences professional development if connected with promotion to particular professional status.

Source: Derived from information supplied by countries participating in the OECD Review on Evaluation and Assessment Frameworks for Improving School Outcomes. The Table should

be interpreted as providing broad indications only, and not strict comparability across countries.

Influence of teacher appraisal on career decisions (2011-12)

Performance management

Appraisal may Completion Reward
influence: of probation Regular appraisal Registration Promotion scheme
Decisions about Australia, Israel, Italy, | Mexico, Portugal Australia, - —
access to a permanent Luxembourg,’ (non-permanent New Zealand,

position or a fixed term New Zealand,? teachers) Sweden

contract Sweden

Decisions about
the speed of career
progression and/or
about promotions

Ireland (ISCED 1),

Canada, France,

Slovak Republic,

Australia, France,
Hungary, Portugal
(permanent teachers),

- Czech Republic, -

Estonia, Israel, Korea,
Poland

United Kingdom
(Northern Ireland)

Slovenia,
United Kingdom
(Northern Ireland)

Decisions about
career advancement
depending on local/
school policy

Netherlands

Netherlands,
New Zealand,

Slovak Republic

It does not influence
career advancement

Slovenia

Austria, Belgium (Fl.),
Chile, Israel

Chile, Korea,
Mexico

1. Luxembourg: It influences decisions about the terms of the contract.

2. New Zealand: Teachers need to pass probation and achieve registration to continue in the teaching career.

Source: Derived from information supplied by countries participating in the OECD Review on Evaluation and Assessment Frameworks for Improving School Outcomes. The table should
be interpreted as providing broad indications only, and not strict comparability across countries.

In the Flemish Community of Belgium, teacher appraisal does not influence career decisions or career advancement. In
all other countries that reported having formal frameworks for teacher appraisal, there is at least one type of appraisal
that influences career decisions or advancement. Naturally, all countries that have introduced appraisal processes that
are explicitly dedicated to evaluating teachers for promotion use the appraisal results for this purpose. However, many
countries that do not have specific processes for teacher appraisal for promotion use the results of other appraisal processes
to inform decisions about a teacher’s career advancement. Appraisal for the completion of probation most typically
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influences decisions about access to a permanent position or fixed term contract. This is the case in Australia, Austria,
Israel, Italy and Luxembourg. It influences the speed of the new teacher’s future career in Canada, France, Ireland and
the Slovak Republic, and it may influence career decisions (depending on school policies) in the Netherlands. Regular
appraisal for performance management influences decisions about access to a permanent position or fixed term contract
in Mexico and for non-permanent teachers in Portugal. It influences decisions about career progression or promotion in
France, Hungary, Portugal (for permanent teachers) and Slovenia. It may influence decisions about career advancement
in the Netherlands, New Zealand and the Slovak Republic. Registration processes may also influence decisions about the
teachers’ position or contract type. In Australia, it determines eligibility to seek employment as a teacher; in New Zealand,
appraisal for registration is a necessary step towards progression to the status of “registered teacher”.

Salary increases and performance rewards

In some cases, teacher appraisal influences a teachers’ base salary or salary progression. This impact is sometimes difficult
to disentangle from career progression (see above). In addition, teacher-appraisal results might also be used as the basis
of rewards for teachers. Typical rewards include: a one-off monetary prize (bonus pay); time allowances and sabbatical
periods; opportunities for school-based research; public recognition or awards; changes in work responsibilities; support
for post-graduate study; or opportunities for in-service education. In some instances, the rewards acknowledge groups of
teachers and are distributed at the school or grade level rather than individual level. Evidence of the impact of “bonus” pay
is mixed; such payments can be contentious and potentially divisive (OECD, 2005).

Obviously, in countries that have specific rewards schemes in place, the results of appraisal processes influence salary
levels and the distribution of pay allowances. But as shown in Table 4.3, other appraisal approaches may also be connected
to rewards.

Rewards connected to teacher appraisal (2011-12)

Performance management

Appraisal may Completion

impact on: of probation Regular appraisal Registration Promotion Reward scheme
Salary levels France,! Australia,! Chile,? New Zealand! Czech Republic, Chile, Korea,
or pay allowance Netherlands,? Czech Republic,? Poland' Mexico
Slovak Republic,’? |  France,! Hungary,
United Kingdom Netherlands,?
(Northern Ireland) New Zealand,'
Poland,?
Portugal,’ Slovenia,
United Kingdom
(Northern Ireland)
Public recognition - Czech Republic - Estonia -

or award

Work responsibilities,
professional
development/

study opportunities

Netherlands

Belgium (Fl.),?
Czech Republic,?
France, Netherlands

Czech Republic

No impact on salary
or rewards

Australia, Canada,
Ireland, Israel,
Italy, Luxembourg,
New Zealand,
Slovenia, Sweden

Austria, Canada,
Israel, Korea, Mexico

Australia, Sweden

Israel, Korea

1. Appraisal results only impact on pay levels to the extent that they make the teacher progress in the career and salary scale.
2. Depends on local and/or school policy.
3. Teachers with satisfactory appraisal results may take an additional appraisal which may give them access to salary increases between 5% and 25% of the base salary.

Source: Derived from information supplied by countries participating in the OECD Review on Evaluation and Assessment Frameworks for Improving School Outcomes. The table should
be interpreted as providing broad indications only, and not strict comparability across countries.

Appraisal for the completion of probation is rarely connected to monetary or non-monetary rewards. It has an impact on
salary levels in France and an impact on opportunities for professional development and innovative tasks in the Netherlands.
Depending on school policies, it may also have an impact on salary levels in the Netherlands and in the Slovak Republic
(only to the extent that it can allow teachers to progress on the career scale).
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Regular appraisal for performance management appears more likely to influence salary levels or pay allowances across
countries. This is the case in Chile, the Czech Republic, Hungary, Portugal and Slovenia. It may also affect salaries in the
Netherlands and Poland, depending on school policies. In Australia, France, New Zealand and Portugal, it only affects
salaries to the extent that it moves teachers along the salary scale. Performance management affects public recognition
or awards in the Czech Republic, and work responsibilities or opportunities for professional development in the Flemish
Community of Belgium (depending on school policies), the Czech Republic (depending on school policies), France and
the Netherlands.

Sanctions for underperformance

Some countries provide for sanctions for ineffective teachers beyond the standard consequences. For example, if
underperformance persists following a number of appraisals, sanctions might include removing the individual from teaching
duties (for teachers with civil servant status, this might mean transferral to other functions within the school or to another career
within the civil service), or simply terminating the contract. But early identification of underperformance is usually accompanied
by a plan for in-service training to improve practice. As seen in Table 4.4 below, countries have a range of responses to
underperformance. Underperformance at the end of probation typically results in failure to pass the probation, extension of
the probation period or the termination of the teacher’s employment. In Australia, Canada, Ireland (ISCED 1), Luxembourg,
the Slovak Republic and Sweden, it may also have an impact on the future contract, career or salary. In Australia, Ireland
(ISCED 1), Israel and Luxembourg it may lead to further examination, appraisal or compulsory training. Underperformance in
regular appraisal for performance management most frequently leads to compulsory training and further appraisal. In many
countries, it may also have an impact on contract, career advancement or salary levels. In Australia, Austria (in extreme cases
only), Canada (at the discretion of the evaluator), Chile and New Zealand, underperformance may lead to transfer, suspension
or dismissal of the teacher. Underperformance in registration processes may have an impact on contract, career advancement
or salary levels in Austria (in rare cases only), Australia, New Zealand and Sweden, and lead to further appraisal or compulsory
training in Australia. Underperformance in appraisal for promotion purposes can have an impact on contract, career or salary
in the Czech Republic, Israel and Poland. In Estonia and Israel, it also leads to further appraisal and/or compulsory training.

Responses to teacher underperformance (2011-12)

Performance management

Completion of probation Regular appraisal Registration Promotion

Australia, Canada, France, = = -
Ireland, Israel, Italy,
Luxembourg, New Zealand,
Slovak Republic,
Slovenia, Sweden

Failure to pass
probation/extension
of probation

Impact on contract, Australia, Canada, Australia, Canada,? France, Israel, Australia, Czech Republic,
career and/or salary’ Ireland (ISCED 1), New Zealand, Portugal, New Zealand, Israel, Poland
Luxembourg, Slovak Republic Sweden
Slovak Republic, Sweden
Further appraisal, Australia, Ireland Australia, Belgium (Fl.), Chile, Australia Estonia, Israel

compulsory training

(ISCED 1), Israel,
Luxembourg, New Zealand,
United Kingdom
(Northern Ireland)

France, Israel, Korea, New Zealand,
Portugal, Slovenia,
United Kingdom (Northern Ireland)

Transfer, suspension,
dismissal

Australia, France, Ireland
(ISCED 2-3),2 Israel,
Italy, Netherlands,
United Kingdom
(Northern Ireland)

Australia, Austria,? Canada,?
Chile, New Zealand,
United Kingdom (Northern Ireland)

Depends on local/
school policy

Czech Republic, Hungary,
Netherlands

No response

Mexico, Poland

Korea

1. Impact on contract, career and/or salary includes: permanent contract not granted, salary increment withheld, deferral of promotion, registered teacher status not granted or withdrawn.

2. Applied only rarely/in exceptional cases.

3. At the discretion of the evaluator.

Source: Derived from information supplied by countries participating in the OECD Review on Evaluation and Assessment Frameworks for Improving School Outcomes. The table should
be interpreted as providing broad indications only, and not strict comparability across countries.
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ENSURING THAT TEACHER APPRAISAL FEEDS INTO APPROPRIATE PROFESSIONAL
DEVELOPMENT FOR TEACHERS

A clear and transparent chain between the performance assessment and continuing professional-development opportunities
is essential for improving teaching practice (Ofsted, 2006). Identifying individual teachers’ strengths and weaknesses helps
to determine which professional-development activities meet the teacher’s own needs as well as the school’s priorities. It
is important for teachers to see appraisals as the basis for improvement and growth in their profession, regardless of their
current level of performance (Isoré, 2009).

However, more than 40% of the teachers participating in TALIS reported that they did not receive suggestions for improving
their practice, and 44% agreed with the statement that teachers’ work was reviewed merely to fulfil an administrative
requirement. Also, according to school leaders’ reports in TALIS, only 56.6% of teachers were in schools where identifying
a specific weakness in a teacher’s performance will always or most of the time lead to a professional-development plan for
the teacher. These results are worrying, because linking professional growth opportunities to evaluation results is critical if
evaluation is going to play a role in improving teaching and learning (Goe et al., 2012).

Ideally, teacher appraisal should give teachers tailored feedback, which should then followed with opportunities for
continuous learning in the areas identified (Hill and Herlihy, 2011). In order for a vibrant programme of professional
development to be established, and to thrive, it should be based on a culture of professional inquiry. There should be a
recognised and explicitly stated norm that recognises the complexity of good teaching, and insists on the professional
obligation of every teacher to be engaged in a career-long quest for better practice. This culture must include adequate
opportunities for professional development. All teachers, including those who are highly effective, need opportunities
to learn and grow in the teaching profession (Randi and Zeichner, 2004); and those opportunities should be adapted to
teachers’ needs and career stages, as well as to overall school-development goals.

There is also a need to envisage teachers’ learning as something broader than participation in in-service training courses.
According to Timperley (2011), the term “professional development” is now often associated with the delivery of some
kind of information to teachers meant to influence their practice; whereas “professional learning” refers to a more internal
process in which teachers create professional knowledge through interaction with this information in a way that challenges
previous assumptions and creates new meanings. Such professional-learning cultures need to be supported and sustained
by effective pedagogical leadership that provides adequate levels of challenge and support to teachers.

Box 4.6 Northern Ireland and Finland: Using appraisal to guide professional development

In Northern Ireland, all teachers employed in grant-aid schools, including those employed on part-time or
temporary contacts, must participate in the Performance Review and Staff Development (PRSD) scheme. The PRSD
is a performance-management scheme that aims to support the professional development of teachers. It is separate
from teacher-capability procedures.

Some fundamental principles underpin the PRSD, including professionalism, confidentiality, sensitivity, openness
and transparency, equity and fairness, and trust and confidence. The PRSD requires a commitment by all those
involved in the process to recognise that the fundamental purpose of the process is to promote and sustain
professional development and continuous improvement in schools. It also requires participants “to accept and
support an approach to performance review which is negotiated and agreed, evidence based and professionally
focused, recognising teachers’” commitment, strengths and good practice”. Further, it requires those involved in the
process to “appreciate the need for a proper balance being struck between the personal autonomy of teachers and
the legitimate ambitions of the schools in which they work”.

In Finland, most teachers have an individual development plan. It is often drawn from the school-level development
plan, which covers all school personnel or, in some cases, all education personnel under the local municipality.
A Finnish teacher’s individual development plan is developed in co-operation with school leader affects the
professional development a teacher receives; however it is not directly connected with career advancement.
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Approximately 70% of schools in Finland have a school-level development plan, which generally contains the
following elements:

e teacher and organisation competencies;

e induction training for new teachers;

e specific areas of personnel training;

e general principles on continuing professional development (CPD);
¢ an analysis of training needs of school staff;

e general roles and responsibilities for professional development (for local government, school networks, school
and teacher);

e adescription of the general networks in which the school participates; and

¢ general principles for attending any type of in-service training.

Even with such a high participation rate in school and teacher development plans at a school level, the Finnish
Ministry of Education launched a “Capable Programme” in 2010 to drive educational institutions to take greater
responsibility for their own staff development activities. The goal of the programme, which is expected to run until
2016, is that staff-development systems become embedded into normal routines of schools and the networks in
which they collaborate.

Source: Responses from governments of Northern Ireland and Finland to OECD survey.

Box 4.7 Ontario, Canada: Using evaluation for teacher-directed
professional-development plans

Each teacher must develop or review and update a professional development plan (ALP) each year. The ALP includes
the teacher’s professional growth objectives, proposed action plan, and timelines for achieving those objectives.
The ALP is teacher-authored and -directed and is developed in a consultative and collaborative manner with the
principal. Teachers who move from the new to the experienced teacher appraisal process must develop an ALP
in their first year as an experienced teacher. Each year thereafter, teachers, in consultation with their principal,
must review and update their ALP as necessary from the previous year. They must take into account their learning
plan from the previous year, their learning and growth over the year, and the summative report of their most
recent performance appraisal. In an evaluation year, the teacher and principal must meet to review and update the
teacher’s ALP as part of the performance appraisal.

Source: OECD (2009).

ESTABLISHING A TEACHER-CAREER STRUCTURE AND LINKING APPRAISAL
TO CAREER PROGRESSION

In many countries surveyed by the OECD, there is no clearly designed career structure for teachers and there are few
opportunities for teachers to assume greater responsibilities, receive recognition for high-quality performance or be
promoted. The organisational structure of schools in many OECD countries is usually flat, with few promoted posts and few
explicit means of giving teachers significant leadership responsibilities. This is likely to undermine the potentially strong
relationship between teacher appraisal, professional development and career development.

Findings from TALIS confirm a weak link between teacher appraisal and career advancement. Across countries that
participate in TALIS, only 16.2% of teachers indicated that the appraisal and/or feedback they received led to a moderate
or large change in the likelihood of their career advancement; and only 26.7% reported that it led to changes in work
responsibilities that made their job more attractive (OECD, 2009).
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Some countries link teacher assessments with opportunities for promotions to school-leadership positions. But the practice
of linking outstanding teacher performance to such vertical promotions may not meet the needs of most teachers, for
two main reasons. First, a good teacher is not necessarily a good manager or leader, and the skills required for teaching
a classroom and managing a school are not the same. Second, this practice may have adverse effects on teaching quality
within a school because, paradoxically, the best teachers are rewarded by being removed from classroom teaching. To
resolve this dilemma, some education systems have attempted to build career options for excellent teachers who wish to
remain in the classroom (see Boxes 4.8 and 4.9).

Box 4.8 Singapore: Developing teachers’ careers through evaluation

Singapore encourages teacher development its performance-management system called Enhanced Performance
Management System (EPMS). EPMS, which was fully implemented in 2005, is part of the career and recognition
system under the “Education Service Professional Development and Career Plan” (Edu-Pac) for teachers to develop
their potential to the fullest. This structure has three components: a career path, recognition through monetary
rewards, and an evaluation system. Edu Pac recognises that teachers have different aspirations and provides for three
career tracks for teachers: the Teaching Track, which allows teachers to remain in the classroom and advance to a
new level of Master Teacher; the Leadership Track, which provides opportunities for teachers to take on leadership
positions in schools and the Ministry’s headquarters; and the Senior Specialist Track, where teachers join the
Ministry’s headquarters and become a “strong core of specialists with deep knowledge and skills in specific areas
in education that will break new ground and keep Singapore at the leading edge”.

The EPMS is competency-based and defines the knowledge, skills and professional characteristics appropriate for
each track. It is developmental in nature and supports teacher improvement and performance. The process involves
performance planning, coaching, and evaluation. In performance planning, the teacher starts the year with a self-
assessment and develops goals for teaching, instructional innovations and improvements at the school, professional
development, and personal development. The teacher meets with his/her reporting officer, who is usually the head
of a department, for a discussion about setting targets and performance benchmarks. Performance coaching takes
place throughout the year, particularly during the formal mid-year review, when the reporting officer meets with the
teacher to discuss progress and needs. In the performance evaluation held at the end of the year, the reporting officer
conducts the appraisal interview and reviews actual performance against planned performance. The performance
grade given influences the annual performance bonus received for the year’s work. During the performance
evaluation phase, decisions regarding promotions to the next level are made based on “current estimated potential”
(CEP). The decision about a teacher’s current CEP is made in consultation with senior staff who have worked with
the teacher, and is based on observations, discussions with the teacher, evidence of portfolio, and knowledge of the
teacher’s contribution to the school and community.

Source: Singaporean government response to OECD survey.

Box 4.9 Australia: Advanced Skills Teaching positions

Teachers in Australia can volunteer to be appraised, to be recognised for the quality of their teaching, by applying
for Advanced Skills Teaching positions (ASTs). The processes vary among systems and sectors.

These positions offer higher pay and are generally associated with further responsibilities and specific roles in
schools. In some cases, teachers do not have to be at the top of the salary scale to apply for these positions.
Advanced Skills Teaching positions recognise advanced teaching skills with a formal position and additional pay;
and offer a better match between teachers’ skills and the roles and responsibilities needed in schools. They also
reward teachers who choose to remain in the classroom rather than move into management positions.
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AST positions embody two key concepts. First, they recognise the need to introduce career diversification given the
greater variety of roles in schools — e.g. departmental head, team leader, and manager of curriculum development
and/or personnel development. Second, they reflect the need to reward teachers for developing their skills,
performance and responsibilities in what is a competency-based professional career ladder. As they access AST
positions, teachers are expected to have deeper levels of knowledge, demonstrate more sophisticated and effective
teaching, assume responsibility for co-curricular aspects of the school, and assist colleagues. Appropriately, access
to AST positions involves formal evaluation processes that are more summative in nature.

Some examples:

e New South Wales introduced the Highly Accomplished Teacher (HAT) position in July 2009. The HAT position
is an initiative of the Smarter Schools National Partnership on Improving Teacher Quality. A HAT is an excellent
teacher who models high-quality teaching for his/her colleagues across the school and leads other teachers
in developing and refining their teaching practice to improve student learning outcomes. HAT positions are
classroom-based positions with a reduced teaching load to enable them to mentor other teachers, including
student teachers, beginning and more experienced teachers; work with university partners; and take a role in
the school’s leadership team. HATs are appointed through a selection process based on merit that requires, as
a prerequisite, application to the NSW Institute of Teachers to be considered for accreditation at Professional
Accomplishment or Professional Leadership. These positions are two-year appointments and are limited to
100 positions over the life of the National Partnerships.

e The NorthernTerritory’s Highly Accomplished and Lead Teacher (HALT) status requires applicants to participate in
an “inquiry process” over 12 months, based on the Australian Professional Standards for Teachers. The assessment
of performance is undertaken by assessment panels and moderation committees and includes observations of
classroom practice. This process is being incorporated into the national certification process.

e In Tasmania, the Advanced Skills Teacher position recognises outstanding classroom teachers and leading staff
members. It is targeted at teachers recognised as exemplary practitioners who are accorded additional responsibilities
within their school. It is a promotion available to any permanent teacher who satisfies the application process and is
similar to a salary increment. Positions are advertised by individual schools on a needs basis.

The school system in Victoria includes one promotional appointment for those teachers who want to remain in
the classroom. The Leading Teacher programme is intended to serve the dual purpose of recognising outstanding
classroom teachers and providing schools with a staff member to lead various in-school programmes and projects.
Schools advertise for Leading Teacher positions on a needs basis: the position is usually associated with a specific
anticipated responsibility. The Victoria Department of Education and Early Childhood Development aims to appoint
10% to 15% of full-time teachers as Leading Teachers.

Source: Santiago et al. (2011).

USING TEACHER APPRAISAL RESULTS TO SHAPE INCENTIVES FOR TEACHERS

Appraisal of teacher performance can be used to recognise and reward teaching competence and performance. However,
the notion of developing a closer relationship between teacher performance and rewards is often controversial and
potentially divisive. Research on this issue has produced mixed results. However, there is some agreement that the design
and implementation of performance-based rewards are crucial to their success. As explained in Harvey-Beavis (2003), there
is a wide consensus that many attempts to introduce performance-based rewards programmes have been poorly designed
and implemented (Mohrman et al., 1996; Ramirez, 2001). Problems in developing fair and reliable indicators, and training
evaluators to apply these indicators fairly, have undermined attempts to implement programmes (Storey, 2000). One
problem is that goals are often not clearly defined because of a large number of criteria; this limits 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, and thus it is almost impossible to give constructive feedback and
maintain teacher support for the programme (Chamberlin et al., 2002).
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ENSURING THAT UNDERPERFORNMANCE IS DETECTED AND ADDRESSED

Teacher appraisal should provide a mechanism to identify weaknesses and ensure that underperformance is adequately
addressed. However, results from TALIS indicate that the use of teacher appraisal to address underperformance is not
widespread. On average, in most countries that participate in TALIS, principals frequently reported the results of a teacher
appraisal that identifies weaknesses to the teacher concerned and engaged in discussions on how to improve performance.
However, principals reported underperformance to an outside body far less frequently: 51.0% of principals across TALIS-
participating countries indicated that they would never report a teachers” underperformance to another body to take action.
TALIS data also show that that a substantial number of teachers across countries felt that sustained underperformance is not
adequately addressed: only 23.1% of teachers agreed or strongly agreed that the school principal in their school takes steps
to alter the monetary rewards of a persistently underperforming teacher; and only 27.9% of teachers agreed or strongly
agreed that teachers in their school will be dismissed because of sustained poor performance.

To ensure that all students are taught by capable teachers, teacher appraisal should be able to identify incompetent teachers
and address their weaknesses. However, some argue that appraisal to identify underperformance should be a separate
process from appraisal for professional development, as evaluating to identify underperformance may create tension
and fear among teachers, which may jeopardise the formative function of appraisal and inhibit teachers’ creativity and
motivation (Klinger et al., 2008).

THE INFLUENCE ON TEACHER SELF-EFFICACY

Research on teacher self-efficacy goes back to the seminal work of Bandura, who defines self-efficacy as “a judgement of
one’s capability to accomplish a given level of performance” (Bandura, 1986, p. 391). In recent years, the concept has
taken a central role in education research regarding both students and teachers. Teachers with high self-efficacy expect to
succeed in teaching and to handle students well, and this influences their interpretation of successes and disappointments,
the standards they set, and their approaches to coping with difficult instructional situations (Bandura, 1997; Ross, 1998).
Strong self-efficacy beliefs can prevent stress and burnout; and teachers’ self-efficacy beliefs and their job satisfaction are
linked to instructional practices and student achievement (e.g. Ashton and Webb, 1986; Ross, 1998).

Box 4.10 Lessons on teacher appraisal

Governance
e Clarify the purposes of teacher appraisal and ensure that they are aligned with national education objectives.
e Establish teaching standards to guide teachers’ professional development and appraisal.

e Establish a coherent framework for teacher appraisal.

Procedures
e Use multiple instruments and sources of evidence.
e Provide support for effective classroom observations.

e Avoid using student feedback for summative appraisal.

Capacity
e Strengthen pedagogical leadership to enhance internal school appraisal processes.
e Build the capacity of evaluators and those being evaluated for effective teacher appraisal.

e Develop central expertise to continuously monitor and improve appraisal policies and practices.

Use of results
 Ensure that formative teacher appraisal feeds into professional development and school development.
e Use the results of summative teacher appraisal for career-advancement decisions.

¢ Ensure effective use of results by addressing the challenges of implementation.
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Teachers’ self-efficacy can have numerous implications for education in the classroom as it indicates not only aspects of
productivity but also how teachers act in the classroom. Given the many findings on the positive impact of self-efficacy on
various organisational factors, teachers’ self-efficacy should also affect school culture and the operation of effective schools.
Teachers with a high level of self-efficacy may be more likely to adapt to and moderate dynamics in schools whose students
come from different backgrounds or present particular challenges (OECD, 2009).

TALIS 2008 looked at the relationship between teacher appraisal and feedback and reported feelings of self-efficacy. The
report found that Belgium (Fl.), Brazil, Bulgaria, Hungary, Ireland, Italy, Mexico, Portugal and Spain reported higher levels
of self-efficacy if they had received appraisal and feedback on their work as teachers in their school. In addition, teacher
appraisal and feedback that emphasised innovative teaching practices is significantly associated with increased teacher
self-efficacy in 11 TALIS-participating co