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Foreword

The challenges facing education systems and teachers continue to intensify. In modern knowledge-based
economies, where the demand for high-level skills will continue to grow substantially, the task in many countries
is to transform traditional models of schooling, which have been effective at distinguishing those who are more
academically talented from those who are less so, into customised learning systems that identify and develop
the talents of all students. This will require the creation of “knowledge-rich”, evidence-based education systems,
in which school leaders and teachers act as a professional community with the authority to act, the necessary
information to do so wisely, and the access to effective support systems to assist them in implementing change.

The OECD’s Teaching and Learning International Survey (TALIS) provides insights into how education systems
are responding by providing the first internationally comparative perspective on the conditions of teaching
and learning. TALIS draws on the OECD’s 2005 review of teacher policy, which identified important gaps in
international data, and aims to help countries review and develop policies to make the teaching profession
more attractive and more effective. TALIS is conceptualised as a programme of surveys, with successive
rounds designed to address policy-relevant issues chosen by countries.

With a focus in this initial round on lower secondary education in both the public and private sectors, TALIS
examines important aspects of teachers’ professional development; teacher beliefs, attitudes and practices;
teacher appraisal and feedback; and school leadership in the 23 participating countries.

The results from TALIS suggest that, in many countries, education is still far from being a knowledge industry in the
sense that its own practices are not yet being transformed by knowledge about the efficacy of those practices. The
23 countries that have taken part in TALIS illustrate the growing interest in the lessons that might be learned from
teacher policies and practices employed elsewhere. TALIS provides a first, groundbreaking instrument to allow
countries to see their own teaching profession in the light of what other countries show can be achieved. Naturally,
policy solutions should not simply be copies of other educational systems or experiences, but comparative analysis
can provide an understanding of the policy drivers that contribute to successful teacher policies and help to situate
and configure these policy drivers in the respective national contexts.

TALIS is a collaborative effort by member countries of the OECD and partner countries within the TALIS
organisational framework. In addition, collaboration and support from the European Commission has helped
TALIS address important information needs of the Commission in its monitoring of progress towards the
Lisbon 2010 goals.

The report was produced by the Indicators and Analysis Division of the OECD Directorate for Education.
The project has been led by Michael Davidson, who with Ben Jensen, co-ordinated the drafting and
analysis for the report. The principal authors of the analytical chapters were: Michael Davidson (Chapter 3),
Ben Jensen (Chapters 2, 5 and 7), Eckhard Klieme and Svenja Vieluf (Chapter 4), and David Baker (Chapter 6).
Additional advice as well as analytical and editorial support was provided by Etienne Albiser, Tracey Burns,
Ralph Carstens, Eric Charbonnier, Pedro Lenin Garcia de Leon, Corinne Heckmann, Donald Hirsch,
Miyako Ikeda, Maciej Jakubowski, David Kaplan, Juan Leon, Plamen Mirazchiyski, Soojin Park, Leslie Rutkowski,
Andreas Schleicher, Diana Toledo Figueroa, Fons van de Vijver, Elisabeth Villoutreix and Jean Yip. Administrative
support was provided by Isabelle Moulherat.
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The TALIS questionnaires were developed by an Instrument Development Expert Group (IDEQG), led by the
OECD Secretariat and comprising David Baker, Aletta Grisay, Eckhard Klieme and Jaap Scheerens. The
administration of the survey and the preparation of the data underlying the report were managed by the
Data Processing and Research Centre of the International Association for the Evaluation of Educational
Achievement (IEA), the appointed international contractor, together with its consortium members Statistics
Canada and the IEA Secretariat. Dirk Hastedt and Steffen Knoll acted as co-directors of the consortium.

The development of the report was steered by the TALIS Board of Participating Countries, which is chaired by
Anne-Berit Kavli (Norway). Annex A3 of the report lists the members of the various TALIS bodies as well as
the individual experts and consultants who have contributed to this report and to TALIS in general.

Barbara Ischinger
Director for Education, OECD
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Reader’s Guide

STATISTICS AND ANALYSIS

This report presents statistics and analysis derived from the survey responses of teachers of lower secondary
education (level 2 of the International Standard Classification of Education (ISCED-97)) and the principals of
their schools.

CLASSIFICATION OF LEVELS OF EDUCATION

The classification of the levels of education is based on the revised International Standard Classification of
Education (ISCED-97). ISCED is an instrument for compiling statistics on education internationally and
distinguishes among six levels of education:

e Pre-primary education (ISCED level 0).

e Primary education (ISCED level 1).

* Lower secondary education (ISCED level 2).

e Upper secondary education (ISCED level 3).

* Post-secondary non-tertiary level of education (ISCED level 4).
o Tertiary-type A education (ISCED level 5A).

e Tertiary-type B education (ISCED level 5B).

e Advanced Research Qualifications (ISCED level 6).

CALCULATION OF INTERNATIONAL AVERAGE

A TALIS average was calculated for most indicators presented in this report. The TALIS average is calculated
as the unweighted mean of the data values of the TALIS countries included in the table. The TALIS average
therefore refers to an average of data values at the level of the national systems.

SYMBOLS FOR MISSING DATA
The following symbols are employed in the tables and charts to denote missing data:
a The category does not apply in the country concerned. Data are therefore missing.

m Data are not available as the underlying data were either not collected or withdrawn.

ABBREVIATIONS USED IN THIS REPORT
The following abbreviations are used in this report:
CFl Comparative Fit Index
ISCED International Standard Classification of Education
RMSEA  Root Mean Square Error of Approximation
My Correlation coefficient
(S.E) Standard error
SRMR  Root Mean Square Residual
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READER’S GUIDE

ROUNDING OF FIGURES

Because of rounding, some figures in tables may not exactly add up to the totals. Totals, differences and averages
are always calculated on the basis of exact numbers and are rounded only after calculation.

All standard errors in this publication have been rounded to two decimal places. Where the value 0.00 is
shown, this does not imply that the standard error is zero, but that it is smaller than 0.005.

TERRITORIAL ENTITIES

In the whole document the Flemish Community of Belgium is referred to as “Belgium (FI.)".

FURTHER DOCUMENTATION

For further information on TALIS documentation, the instruments and methods, see the TALIS Technical Report
(forthcoming) and the TALIS website (www.oecd.org/edu/TALIS).

This report uses the OECD’s StatLinks service. Below each table and chart is a url leading to a corresponding
Excel workbook containing the underlying data. These urls are stable and will remain unchanged over time.

(eleJaenPlilik]  Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3



00000
—_
I

18 Overview of TALIS
19 Origins and aims of TALIS
19 Design of the TALIS survey

20 Population surveyed and sampling options

20 Choosing the policy focus of the first round of TALIS
21 Developing TALIS

22 Interpretation of the results

22 Organisation of the report

Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3  [SXe]{e{o il



CHAPTER 1 INTRODUCTION

OVERVIEW OF TALIS

The OECD’s Teaching and Learning International Survey is the first international survey to focus on the working
conditions of teachers and the learning environment in schools. Its aim is to help countries to review and
develop policies that foster the conditions for effective schooling.

TALIS focuses on lower secondary education teachers and the principals of their schools and seeks to provide
policy-relevant data and analysis on the following key aspects of schooling:

e the role and functioning of school leadership;

* how teachers’ work is appraised and the feedback they receive;

e teachers’ professional development; and

e teachers’ beliefs and attitudes about teaching and their pedagogical practices.

In view of the important role that school leadership can play in creating effective schools, TALIS describes the
role of school leaders and examines the support they give to their teachers. Because retaining and developing
effective teachers is a priority in all school systems, TALIS looks at how teachers’ work is recognised, appraised
and rewarded and how well their professional development needs are being addressed. Finally, TALIS provides
insights into the beliefs and attitudes about teaching that teachers bring to the classroom and the pedagogical
practices that they adopt.

TALIS is a collaborative effort by member countries of the OECD and partner countries which has been
conceptualised as a programme of surveys. This report presents the initial results from the first round of TALIS,
which was implemented in 2007-08.

Countries participating in TALIS

OECD countries Partner countries
Australia Brazil
Austria Bulgaria
Belgium (Flemish Community) Estonia
Denmark Lithuania
Hungary Malaysia
Iceland Malta
Ireland Slovenia
Italy

Korea

Mexico

Norway

Poland

Portugal

Slovak Republic

Spain

Turkey

Note: TALIS was also conducted in the Netherlands but as the required sampling standards were not achieved, their data are not included in
the international comparisons.
Source: OECD, TALIS Database.
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In all, 24 countries participated in this first round of TALIS (see Figure 1.1). However, as the Netherlands did not
meet the sampling standards, their data are not included in the international tables and analyses. A summary of
the results for the Netherlands can be found in Annex A2 of this report.

ORIGINS AND AIMS OF TALIS

TALIS has been developed as part of the OECD Indicators of Education Systems (INES) project. Over the past
20 years or so, INES has sought to create a coherent set of indicators that provide a reliable basis for the
quantitative comparisons of the functioning and performance of education systems in OECD and partner
countries. The main product from the INES project is the annual Education at a Glance (OECD, 2008a).

Although the INES programme has made considerable progress over the years in developing indicators on
the learning environment and organisation of schools, as well as learning outcomes, significant gaps in the
knowledge base on teachers and teaching remained. As a result, the INES General Assembly in 2000 in Tokyo
called for increased attention to teachers and teaching in future work. At the meeting of deputy Ministers of
Education in Dublin in 2003, the need for better information on the quality of learning and how teaching
influences learning was further affirmed.

To address these deficiencies, a strategy was developed to improve the indicators on teachers, teaching and
learning. One aspect was an international survey of teachers, which evolved into the TALIS programme.
Another important impetus for TALIS came from the OECD review of teacher policy, which concluded
with the report Teachers Matter: Attracting, Developing and Retaining Effective Teachers (OECD, 2005) and
emphasised the need for better national and international information on teachers. The framework used in
that policy review and the specific gaps in the data and priorities it highlighted were instrumental in the
design of TALIS.

The overall objective of the TALIS surveys is therefore to provide, in a timely and cost-effective manner, robust
international indicators and policy-relevant analysis on teachers and teaching in order to help countries to
review and develop policies that create the conditions for effective schooling. Cross-country analyses provide
the opportunity to compare countries facing similar challenges and to learn about different policy approaches
and their impact on the learning environment in schools.

The guiding principles underlying the survey strategy are:

e Policy relevance. Clarity about the policy issues and a focus on the questions that are most relevant for
participating countries are both essential.

e Value added. International comparisons should be a significant source of the study’s benefits.
e Indicator-oriented. The results should yield information that can be used to develop indicators.

e Validity, reliability, comparability and rigour. Based on a rigorous review of the knowledge base, the survey
should yield information that is valid, reliable and comparable across participating countries.

e Interpretability. Participating countries should be able to interpret the results in a meaningful way.

e [Efficiency and cost-effectiveness. The work should be carried out in a timely and cost-effective way.

DESIGN OF THE TALIS SURVEY

TALIS is conceived as a sequence of surveys which over time, will survey school teachers from all phases of
schooling. Within this broad survey design, specific plans for further rounds of TALIS will be reviewed after the
first round is completed.
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POPULATION SURVEYED AND SAMPLING OPTIONS

The international sampling and operational parameters applied in TALIS are shown in Box 1.1 and further
details, including teacher and school participation rates by country are given in Annex A1.2.

8 3ox 1.1 The TALIS design

e International target population: lower secondary education teachers and the principals of their
schools.

e Sample size: 200 schools per country, 20 teachers in each school.
 Within school samples: representative samples of schools and teachers within schools.

* Target response rates: 75% of the sampled schools (school considered responding if 50% of sampled
teachers respond), aiming for a 75% response from all sampled teachers in the country.

¢ Questionnaires: separate questionnaires for teachers and principals, each requiring around 45 minutes
to complete.

* Mode of data capture: questionnaires filled in on paper or on line.

* Survey windows: October-December 2007 for Southern Hemisphere countries and March-May 2008
for Northern Hemisphere countries.

The participating countries decided that the main focus of the first round of TALIS should be teachers of lower
secondary education (level 2 of the 1997 revision of the International Standard Classification of Education,
ISCED 97) and their school principals. The design of the first round also proposed international options which
allowed countries to survey as well a representative sample of teachers of primary and/or upper secondary
education and the principals of their schools. Another option was to survey a representative sample of teachers
of 15-year-olds in schools that took part in PISA 2006 and principals of these schools. As too few countries
expressed an interest in these options, they were not covered at the international level; however, Iceland and
Mexico adopted some national sampling options.

TALIS defines teachers of ISCED level 2 as those who, as part of their regular duties, provide instruction in
programmes at ISCED level 2. Teachers in the schools sampled who teach a mixture of programmes at different
levels, including ISCED 2 programmes, were included in the target population. There was no minimum cut-off
for the amount of their ISCED level 2 teaching. The following were excluded from the teacher target population:
teachers only teaching special need students; substitute, emergency or occasional teachers; teachers teaching
adults exclusively; teachers on long-term leave; and teachers who were also the principals of their schools.

CHOOSING THE POLICY FOCUS OF THE FIRST ROUND OF TALIS

The original conceptual framework for the TALIS programme was developed by a joint taskforce comprising
experts from the INES Network A (learning outcomes) and Network C (learning environment and school
organisation). The taskforce was asked to develop a data strategy on teachers, teaching and learning in order
to identify gaps in data at the international level and help make the coverage of the INES indicators more
complete. A major part of that strategy was a survey programme which developed into TALIS.
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The original conceptual framework was adapted to the policy issues that had been studied in the OECD teacher
policy review (OECD, 2005): attracting, developing and retaining effective teachers; school policies; and
effectiveness and quality teachers and teaching (see the forthcoming TALIS Technical Report for details of the
framework). On the basis of the indicators included in the framework, the participating countries chose the
following themes as the policy focus of the first round of TALIS:

e school leadership;
e appraisal of and feedback to teachers; and

e teaching practices, beliefs and attitudes.

TALIS also chose the professional development of teachers as an important theme. In part this was because of
synergies with the three main themes and in part because it allowed TALIS to serve as a way for countries of the
European Union to collect information on teachers which the Education Council had identified as important to
monitor progress towards the Lisbon 2010 goals. In particular, the data on professional development of
teachers are relevant for monitoring the common objective of improving the education and training of teachers
and trainers (Council (Education) of the EU (2002; 2005; 2007)).

Aspects of other themes were also included in the survey when they were seen to provide important
complementary analytical value to the main themes. In particular, aspects of “School climate” and “Division of
working time” and a single item on “Job satisfaction” were also included.

Separate questionnaires for teachers and the principals of their schools were prepared to explore the policy and
analytical questions agreed by the participating countries under these policy themes. Considerable effort was
devoted to achieving cultural and linguistic validity of the survey instruments, and stringent quality assurance
mechanisms were applied both for their translation and for the sampling and data collection (see Annex 1.3).

DEVELOPING TALIS

The development of TALIS has been the result of productive co-operation between the member countries of the
OECD and the partner countries participating in the first round. Engagement with bodies representing teachers
and regular briefings and exchanges with the Trades Union Advisory Council at the OECD (TUAC) have been
very important in the development and implementation of TALIS. In particular, the co-operation of the teachers
and principals in the participating schools has been crucial in ensuring the success of TALIS.

A Board of Participating Countries, representing all of the countries taking part in the first round of TALIS, set out
the policy objectives for the survey and established the standards for data collection and reporting. An Instrument
Development Expert Group (IDEG) was established to translate the policy priorities into questionnaires in order
to address the policy and analytical questions that had been agreed by the participating countries.

Participating countries implemented TALIS at the national level through National Project Managers (NPMs)
and National Data Managers (NDMs), who were subject to rigorous technical and operational procedures. The
NPMs played a crucial role in helping to secure the co-operation of schools, to validate the questionnaires,
to manage the national data collection and processing and to verify the results from TALIS. The NDMs co-
ordinated the data processing at the national level and liaised in the cleaning of the data.

The co-ordination and management of implementation at the international level was the responsibility of
the appointed contractor, the Data Processing Centre of the International Association for the Evaluation of
Educational Achievement (IEA). The IEA Secretariat was responsible for overseeing the verification of the
translation and for quality control in general. Statistics Canada, as a sub-contractor of the IEA, developed
the sampling plan, advised countries on its application, calculated the sampling weights and advised on the
calculation of sampling errors.

Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3  [SXe]I&sIiil]



CHAPTER 1 INTRODUCTION

The OECD Secretariat had overall responsibility for managing the programme, monitoring its implementation
on a day-to-day basis and serving as the secretariat of the Board of Participating Countries.

Annex A3 provides the list of contributors to TALIS.

INTERPRETATION OF THE RESULTS

It should be carefully borne in mind that the results derived are based on self-reports from teachers and
principals and therefore represent their opinions, perceptions, beliefs and their accounts of their activities.
This is powerful information, as it gives insight into how teachers perceive the learning environments in
which they work, what motivates them, and how policies and practices that are put in place are carried out in
practice. But, like any self-reported data, this information is subjective and therefore differs from objectively
measured data. The same is true of school principals’ reports about school characteristics, which may differ
from descriptions provided by administrative data.

In addition, as a cross-sectional survey, TALIS cannot measure causality. For instance, in examining the
relationship between school climate and teacher co-operation, it is not possible to establish whether a positive
school climate depends on good teacher co-operation or whether good teacher co-operation depends on a
positive school climate. The perspective taken in the analysis, i.e. the choice of predicted and predictor variables,
is purely based upon theoretical considerations, as laid out in the analytical framework. When a reference is
made to “effects”, it is to be understood in a statistical sense — i.e. an “effect” is a statistical parameter that
describes the linear relationship between a “predicted” variable (e.g. job satisfaction) and a “predictor” variable
(e.g. participation in professional development activities) — taking effects of individual and school background
as well as other “independent” variables into account. Thus, the “effects” reported are statistical net effects even
if they do not imply causality.

Finally, the cross-cultural validity of the results is an important feature of the analysis, particularly with regard
to the international scales and indices, developed mainly in Chapters 4 and 6 (see Annex A1.1). The analysis
indicates the extent to which the indices can be directly compared among countries; where there appear to be
limitations on the comparability of the indices, this is noted in the text. Full details of the cross-cultural validity
analysis are provided in the TALIS Technical Report (forthcoming).

ORGANISATION OF THE REPORT
The following chapters of this report present the results and the analyses from the first round of TALIS.

e Chapter 2 presents a description of the characteristics of the lower secondary teacher populations and the
schools in which they work. In doing so, it provides an important context for the later analytical chapters.

e Chapter 3 presents and analyses the TALIS data relating to teachers’ in-service professional development. It
examines the extent to which teachers’ professional development needs are provided for and their patterns of
participation, as well as the support they receive and the barriers they perceive regarding their participation.
It finishes by considering the types of development teachers find most effective.

e Chapter 4 turns to an examination of teaching practices and teachers’ beliefs and attitudes. Based on
the conceptual model presented in the chapter, it analyses teachers’ beliefs about the nature of teaching
and learning, classroom teaching practices, teachers’ professional activities, the classroom and school
environments, and teachers’ perceptions of their self-efficacy and job satisfaction.

e Chapter 5 is concerned with teacher appraisal and feedback. It begins with an analysis of the nature and
impact of school evaluations and then considers key aspects of teacher appraisal and feedback: its frequency
and focus, its outcomes, and its impacts on and for teachers. The link between school evaluations, teacher
appraisal and feedback and how this impacts on teachers and their teaching is then examined.
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e Chapter 6 turns to school leadership to present and compare management styles across countries. These are
analysed in terms of the characteristics of the school principals and the schools in which they work. It then
associates management styles to teachers’ professional development, their practices, beliefs and attitudes,
and the appraisal and feedback they receive.

e Chapter 7 draws on the findings from Chapters 2 to 6 to build statistical models to examine the determinants
of two important characteristics of a positive learning environment: classroom disciplinary climate and
teachers’ self-efficacy.

Chapters 2 to 7 all begin with a summary of the chapter’s key findings and conclude with a discussion of the
implications of these findings for policy and practice.
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CHAPTER 2 A PROFILE OF THE TEACHER POPULATION AND THE SCHOOLS IN WHICH THEY WORK

INTRODUCTION

TALIS examines key policy issues such as teachers’ professional development; teachers’ teaching practices, beliefs
and attitudes; teacher appraisal and feedback; and school leadership. Data have been collected on a number of
characteristics of schools and teachers which provide not only essential background information for analysis of
these issues but also school- and system-level factors that are important for teachers and teaching. This chapter
presents analyses of these characteristics, and helps set the scene for the following analytical chapters.

The chapter is divided into two sections. The first section presents a profile of lower secondary teachers and
concentrates on their formal education and demographic and employment profile. The demographic profile
focuses on the age and gender of teachers and school principals. Discussion of teachers’ employment profile
includes data on teachers’ contractual status and job experience, including the contrast between permanent
and short-term or temporary contract employment.

The second section provides a profile of the schools in which teachers work. It gives information on their personnel,
resources, admission policies, autonomy and climate. TALIS includes this background information because of the
influence of such factors on student learning and attainment, as a number of studies have demonstrated
(OECD, 2007). TALIS does not collect data on student outcomes, but it has included variables which previous
research has found to affect student learning, many of which are policy-relevant aspects of education systems.

In reading this chapter, it should be borne in mind that TALIS focuses on teachers. Therefore, most of the tables
and charts refer to teachers and their distribution among various types of schools. For example, Table 2.4
presents data of, among other things, the sector to which the school belongs and presents the percentages of
teachers working in public schools across education systems rather than the percentage of public schools.
Therefore, TALIS figures may not correspond to other, perhaps official statistics which are expressed in terms
of the percentage of public schools or the percentage of students in public schools. They are intended to
complement rather than contradict the official statistics.

A PROFILE OF LOWER SECONDARY EDUCATION TEACHERS
The demographic profile of teachers provides information on basic characteristics which are of interest in
their own right and as a context for later analysis. For example, the amount of appraisal and feedback a
teacher receives may be associated with such characteristics as age or length of employment as a teacher (see
Chapter 5). In addition, a teacher’s formal education can influence their professional development (Chapter 3)
and their response to leadership opportunities in their schools (Chapter 6).

Demographic profile of teachers

Table 2.1 shows gender differences across countries. On average across TALIS countries, almost 70% of teachers
were female, and in every TALIS country the majority were female. Females dominated particularly in Bulgaria,
Estonia, Lithuania, the Slovak Republic and Slovenia, with between 80 - 85% of the teacher workforce. In
these countries, concerns about the effects of the feminisation of teaching on education are potentially greater
(OECD, 2005). In addition, when males only represent 15 to 20% of the teacher workforce, the potential supply
of teachers could be broadened with greater gender equality.

Given the substantial gender gap in the distribution of teachers across TALIS countries, it is interesting to compare
this with the gender distribution among school principals, as this provides insight into issues of gender equality in
senior management and promotion opportunities. On average across TALIS countries, 45% of school principals
were female compared to just fewer than 70% of teachers (Table 2.1). While TALIS data does not allow for
identifying the source of this discrepancy, it seems clear that males far more readily move up the career ladder to
become school principals. In this sense, a “glass ceiling” may exist in most TALIS countries, and particularly in
Austria, Belgium (Fl.), Ireland, ltaly, Korea, Lithuania, Portugal, and Turkey where the percentage of female school
principals is over 30 percentage-points below the percentage of female teachers.
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Figure 2.1

Gender and age of teachers (2007-08)

1 60 years old or higher
3 50 to 59 years old
I 30 to 49 years old
N Less than 30 years old
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Countries are ranked in descending order, based on the percentage aged 50 or higher.
Source: OECD, Table 2.1.
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As Figure 2.1 and Table 2.1 show, more than half of teachers across TALIS countries are aged from 30 to 50 years
old. Given concerns about an ageing teacher population it is significant that, on average, only 15% of teachers
are less than 30 years of age and few teachers were under 25 years of age, perhaps owing to the education and
qualification requirements that apply in most countries. That over one-quarter of teachers are over 50 years
old is evidence of an ageing teacher population. Indeed in Austria, Italy and Norway at least 40% of teachers
are over 50 years old, and in Estonia, Lithuania and Norway, around 10% of teachers are aged 60 or more
(Figure 2.1).

An important aspect of an ageing teacher population is the budgetary impact. Staff remuneration is the largest
component of education expenditure. In 2005 (the latest year for which data are available), on average across
OECD countries, compensation paid to teachers represented 63% of current expenditure on secondary
education institutions (OECD, 2008a). In most education systems, teachers with more experience receive a
higher salary. In 2006 (the latest year for which data are available), the statutory salaries of teachers with
15 years of experience were, on average across OECD countries, 35% higher than starting salaries for lower
secondary teachers (OECD, 2008a). For countries with a substantial proportion of teachers close to retirement
age, total staff remuneration may, depending on the nature of the pension system, reduce over the coming years
as these teachers are replaced by younger less expensive teachers.

Nevertheless, not all school systems have an ageing teacher population. The teacher population is slightly
younger in Belgium (Fl.), Brazil, Ireland, Malaysia, Malta, Poland and Turkey with 50% or more of teachers
below the age of 40 (compared to the TALIS average of 43%). Both Malta and Turkey have greater percentages of
young teachers, with almost 33 and 44%, respectively, of teachers less than 30 years of age. In these countries,
opportunities clearly exist to structure policies for a young teacher workforce (Boyd et al., 2008). Indeed, in
Turkey, almost 80% of teachers were under the age of 40 years (Table 2.1).

Teachers’ educational attainment

The level of teachers’ educational attainment is a combination of their pre-service training and additional
qualifications they may have acquired in-service. The quantity and quality of teachers’ initial education is
clearly important in shaping their work once they begin teaching in schools and should influence their further
education and training requirements (see Chapter 3) and other aspects of their development. For example, a low
level of formal education or one of poor quality may increase teachers’ need for professional development once
they enter the profession. On the other hand, extensive formal education may spur greater interest in further
education and training to further develop skills obtained during extensive formal education.

Table 2.2 summarises the highest level of formal education successfully completed by teachers and thus
provides a context for interpreting teachers’ professional development and on-the-job training. Table 2.2 gives
the percentages of teachers with various levels of formal education, defined according to the International
Standard Classification of Education (ISCED) which identifies comparable levels of education across countries.
ISCED level 5 represents the first stages of tertiary education and is split between ISCED levels 5A and 5B.
ISCED level 5B programmes are generally more practically oriented and shorter than programmes at
ISCED level 5A. ISCED level 5A can be further divided into first and second programmes, typically a Bachelor’s
degree and a Master’s degree from a university or equivalent institution. ISCED level 6 represents further
education at the tertiary level which leads to an advanced research qualification such as a PhD.

Very few teachers have not had at least some tertiary education. On average across TALIS countries, the highest
level of education completed was below the tertiary level for only 3% of teachers. However, qualifications below
ISCED level 5 were more common in Brazil (9% of teachers), Iceland (12%) and Mexico (10%). Differences
among countries in the proportion of teachers with different levels of formal education can reflect both the
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current and past structure of a country’s formal education system as well as the requirements for entering
the teaching profession. The highest level of tertiary education completed was ISCED level 5B for over half
of teachers in Austria (59%) and Belgium (Fl.) (84%) and reflects these countries’ qualification requirements.
In Belgium (FI.) an ISCED level 5B qualification is required to be fully certified to teach at ISCED level 2. On
average across TALIS countries, just under one-third of teachers had completed a Master’s degree and just 1%
had completed formal education above this level (Table 2.2).

Large majorities of teachers in Bulgaria (64%), Italy (77%), Poland (94%), the Slovak Republic (96%), and
Spain (79%) have completed a Master’s degree (Table 2.2); this may reflect these countries’ qualification
requirements for becoming a teacher or for progressing through the teaching career structure (e.g. a requirement
for a specific promotion). Teachers’ levels of education may also reflect broader education trends within
countries and the extent to which formal education is encouraged in schools and in the teaching profession.
Chapter 3 also shows the extent to which teachers engage in qualification programmes as part of their ongoing
professional development.

Teachers’ job experience and contractual status

In general, teaching can be viewed as a relatively stable career with strong job security (OECD, 2005). This can
be attractive for those in the profession and those wishing to join it, but it can also create a risk of inertia and
lack of flexibility if the teacher workforce becomes comprised largely of older and more risk-averse workers
(Atkinson, 2005; Dixit, 2002; Ballou & Podgursky 1997; McKewen, 1995). At the same time, a number of countries
are concerned about the decline in teachers’ job security and the increase in contract-based employment,
particularly of a short-term nature (OECD, 2005), and the impact of teacher turnover (Boyd et al., 2008; Podgursky
et al., 2004; Rockoff, 2004).

Table 2.3 shows that on average across TALIS countries, 85% of teachers were employed on a permanent basis.
Portugal was the only country in which less than 70% of teachers were permanently employed, followed by
Ireland, Brazil and Iceland, with less than 75%. Virtually all teachers were permanently employed in Denmark,
Korea, Malaysia and Malta. Permanent employment can be viewed as a benefit of choosing a teaching career
and could be linked to the issues discussed in chapter 5 such as the recognition they receive for their efforts and
their motivation to improve their effectiveness as teachers.

On average across TALIS countries, only 16% of teachers were employed on fixed-term contracts, and over
two-thirds of these teachers were on contracts of less than one year (Table 2.3). This contractual status may
affect teachers’ job security and how they carry out their work as teachers. Among teachers on fixed-term
contracts, all countries except Italy, Korea, Lithuania and Malaysia have more teachers on contracts of less
than one year than on longer contracts. Contractual employment of teachers for less than one year was
more common in Brazil, Iceland, Ireland, Italy, Poland, Portugal and Spain. A possible explanation for this
short-term contractual employment is an effort to increase flexibility in the teacher labour market and to
assign teachers to fulfil specific short-term needs. It may also be an aspect of a system which monitors the
performance of younger teachers before granting permanent employment. In fact, among the teachers on
fixed-term contracts of less than one year, over one-quarter were in their first two years of teaching and
three-quarters were in their first ten years of teaching (OECD, TALIS Database.). This is consistent with the
approach adopted by systems which do not grant permanent employment until at least some fixed-term
contract employment has been undertaken (OECD, 2005).

Given the ageing teacher population in some countries and the predominance of permanent employment, it
is not surprising to find lengthy experience in the teaching profession. Just under two-thirds of teachers had
at least 10 years experience (Table 2.3). On average across TALIS countries, 29% of teachers had worked as
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teachers for 3 to 10 years, while 27% had taught for 11 to 20 years (Figure 2.2 and Table 2.3). Over one-third
(36%) had taught for more than 20 years. This represents a substantial proportion of teachers with considerable
experience. While experience can bring important benefits to the job of teaching, owing to greater maturity in
the job and increased levels of on-the-job learning, it can also create problems of inertia, lack of innovation and
resistance to change which may not occur with a younger teacher population (OECD, 2005; Dixit, 2002; Mante
& O'Brien, 2002). This may be particularly apparent in countries whose teachers have been in their positions
for a particularly long period of time. For example, in Austria and Italy more than half of teachers have taught
for more than 20 years (57 and 53%, respectively), while in Austria, Lithuania and Portugal, fewer than 5% of

teachers were in their first two years of teaching.

Figure 2.2

Job experience of teachers (2007-08)
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Countries are ranked in descending order of the percentage of teachers who have worked for 20 years or longer.
Source: OECD, Table 2.3.
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A lack of experience was more common in some countries than in others. In Turkey (18%) and Iceland (17%),
over 15% of teachers were in their first two years of teaching (Table 2.3 and Figure 2.2). These countries
also have relatively large percentages of teachers below the age of 30. Large proportions of teachers with
relatively little experience may point to a need for more training and professional development (Rockoff,
2008). Problems may exist if such teachers are concentrated in particular schools or groups of schools (Boyd
et al., 2008). However, this situation also provides opportunities to reinvigorate the teaching profession and

school education.
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A PROFILE OF THE SCHOOLS IN WHICH TEACHERS WORK

This section looks at the aspects of schools in which teachers work including the sector and size of schools
and the composition of school personnel, as well as data collected from school principals concerning schools’
admission policies, resources, climate and autonomy.

School sector

Some TALIS countries have sizeable private sectors, with schools that are either privately owned, operated
and funded (independent private) or are privately run but receive most of their funds from public sources
(government-dependent private) as in Belgium (Fl.). Sectoral differences can affect various aspects of teachers’
careers and working lives. There may be differences in salaries and working conditions and differences in the
operation and management of schools may lead to differences in teaching practices. Systems in which teachers
are appraised and receive feedback on their work may also differ between sectors as teachers in private schools
may not be subject to the same regulations and career structure as teachers in public schools.

Table 2.4 shows that, on average across TALIS countries, 83% of teachers worked in public schools yet substantial
differences exist across countries. In Ireland and Belgium (Fl.), for example, fewer than 50% of teachers work
in public schools. In Belgium (Fl.), private schools are government-dependent. In Ireland private schools are
normally not fee-paying and are privately managed. In contrast, over 95% of teachers in Bulgaria, Estonia,
Iceland, Italy, Lithuania, Malaysia, Norway and Slovenia work in public schools.

School size

Data collected on teachers’ working conditions include the size of schools in which they work and the number
and type of colleagues employed to facilitate various management and administrative functions within schools
or to support teaching more directly. Table 2.4 presents the average school size in TALIS countries expressed
by the average number of students. Information on the type and number of personnel is presented as the ratio
of teachers to pedagogical support personnel (such as teacher’s aides or other non-professional personnel
who either provide or support instruction, professional curricular/instructional specialists, and educational
media specialists) and of the ratio of teachers to school administrative or management personnel. These data
cover personnel employed by the school and do not include personnel employed outside the school who may
offer support in these areas. In Table 2.4, the data correspond to the whole school in which lower secondary
teachers work and thus may cover education in addition to the lower-secondary level if schools offer other
levels (e.g. upper secondary). However, the fourth column of Table 2.4 is an exception as it presents lower
secondary teachers’ average class size. Teachers provided information about a class they currently teach which
was randomly chosen from their weekly timetable.

Teachers worked in schools with an average of 489 students, but there was considerable variation among
countries. For example, Malaysia, with a mean of 1 046 students per school, has an average school size just
over double the TALIS average. Teachers in Australia, Portugal, and Turkey also worked in relatively large
schools with an average number of students ranging from 754 to 800 students. In contrast, smaller schools
were more common in Iceland, Norway and Poland, where the average number of students was less than
300. There was thus a difference of over 800 students between the country with the largest average number of
students (Malaysia) and the country with the smallest (Poland). In general, the ratio of teachers to pedagogical
support personnel (TALIS country average of 13) was higher than the ratio of teachers to administrative support
personnel (TALIS country average of 8) showing a greater emphasis on providing administrative rather than
pedagogical support. There is less variation among countries in terms of the ratio of teachers to administrative
support personnel (Table 2.4).
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School resources

The physical, human and financial resources invested in schools influence not only the education provided
to students but also aspects of teachers and their teaching that are the focus of this report. The OECD’s
Programme for International Student Assessment (PISA) shows that the more resource shortages are perceived
to hinder instruction, the lower student performance (OECD 2007, p. 263). In addition, inequalities in student’s
educational performance often reflect disparities in their individual resources and socio-economic status and in
the resources invested in schools (OECD, 2008b). In some education systems, there are concerns that schools
not only lack the resources to meet the educational requirements of their students, particularly those from
disadvantaged backgrounds and those with special learning needs, but that schools with more students from
disadvantaged backgrounds may have fewer resources with which to educate their students than those with
students from more privileged backgrounds (OECD, 2008b).

Data were collected from school principals concerning the extent to which a lack of resources hindered
instruction for students. These data are presented in Table 2.5. School principals were asked to consider eight
categories: (availability of) qualified teachers; laboratory technicians; instructional support personnel; other
support personnel; instructional materials; computers for instruction; other equipment; and library materials.
On average across TALIS countries, between one-third and one-half of teachers taught in schools whose school
principal felt that shortages in one or more of these areas hindered their school’s capacity to provide instruction
“to some extent” or “a lot”. This ranged from 33% of teachers whose school principal reported that instruction
was hindered to this extent by a lack of laboratory technicians to 50% of teachers whose school principal
reported that instruction was hindered to this extent by a shortage of other equipment.

In regard to teachers and support personnel, on average across TALIS countries, 38% of teachers were in schools
whose capacity to provide instruction was hindered “to some extent” or “a lot” by a shortage of qualified
teachers. This concerned only 12% of teachers in Poland but almost two-thirds of teachers in Estonia and
over three-quarters in Turkey (Table 2.5). It is important to recognise that it is not only because of widespread
teacher shortages that school principals may report a lack of qualified teachers. The labour market for teachers is
complex and multidimensional and shortages can arise in specific subject areas, for particular types of teachers,
for teaching of a specific duration, or in certain localities (OECD, 2005). Matters internal to the school such as
sudden resignations, unforeseen increases in student numbers, or administrative requirements for the teaching
of specific subjects can also lead to a lack of qualified teachers that may affect instruction. Teacher shortages
should therefore not be considered homogenous, as the labour market for teachers is affected by the subject
area and the year or grade in which they teach. The structure of the labour market and the degree of flexibility
in hiring and firing teachers can also create situations that affect instruction within schools. For example, a
lack of labour market flexibility may restrict schools’ ability to employ teachers to fill short-term vacancies or
vacancies that arise at short notice. In addition, a lack of flexibility in teachers’ career structure may restrict
school principals’ ability to differentiate salaries or payments offered to teachers (see Table 2.7) to fill difficult
positions or positions that are less attractive to teachers and therefore receive fewer applicants.

On average across TALIS countries, 48% of teachers are in schools whose school principal reported that
instruction was hindered “to some extent” or “a lot” due to a lack of instructional support personnel, and 46%
taught in schools whose school principal reported that instruction was hindered by a lack of other support
personnel. School principals’ reports for both of these personnel categories reveal differences among countries.
One-third or fewer of teachers worked in schools whose school principal reported that instruction was hindered
“to some extent” or “a lot” by lack of instructional support personnel in Bulgaria (15%), Denmark (25%),
Malaysia (31%), Poland (21%), and the Slovak Republic (33%). In contrast, a lack of instructional support
personnel was reported to hinder instruction in schools in which two-thirds or more of teachers worked in
Austria (69%), Portugal (79%), Spain (81%) and Turkey (70%). Over two-thirds of teachers in these countries
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worked in schools whose school principal also reported that the school’s capacity to provide instruction was
affected by a lack of other support personnel (Table 2.5).

Analysis of the interaction of these characteristics can indicate the extent to which schools’ capacity to provide
instruction is hindered by a lack of personnel in a single area (e.g. qualified teachers) or in other categories
of school personnel. There is a significant and quantitatively important relationship across TALIS countries
between school principals’ reports that instruction was hindered by a lack of qualified teachers and by a lack
of instructional support and other support personnel. For example, just under half of teachers whose school
principal reported that instruction was hindered “a lot” by a lack of qualified teachers also reported this for a
lack of instructional support personnel. The relationship was slightly weaker between a lack of qualified teachers
and a lack of other support personnel. But was stronger between a lack of instructional support personnel and
a lack of other support personnel, with 70% of teachers working in schools whose school principal reported
that instruction in their school was hindered “a lot” by a lack of instructional support personnel also reporting
that instruction in their school was hindered “a lot” by a lack of other support personnel. The strength of this
relationship implies that a distinction between these types of personnel may not be particularly pertinent to
decisions made at the school level (OECD, TALIS Database.). A situation may exist whereby most resources
are devoted to teaching staff and that there are minimal additional resources to allocate for school staff other
than qualified teachers. Such an assertion could be reflected in OECD national statistics which showed that
in 2005, 63% of current expenditure on educational institutions in secondary education was allocated to the
compensation of teachers and 16% was allocated to other staff (OECD, 2008a). Given this figure and the basic
requirements or positions that must be filled within schools, perhaps there are few decisions that can be made
to, for example, increase the number of instructional support personnel at the expense of teaching personnel.
It should also be noted that such decisions can be made at different levels of the education system and are
therefore not necessarily school-level decisions.

More than half of teachers in Brazil, Bulgaria, Ireland, Lithuania, Mexico and Turkey worked in schools whose
school principal reported that a lack or inadequacy of materials in at least three of four kinds of resources
(instructional materials, computers for instruction, library materials and other equipment) hindered instruction.
More than half worked in schools where the school principal reported that instruction was hindered “to some
extent” or “a lot” by a shortage or inadequacy of instructional materials in Lithuania (62%), Mexico (61%), Poland
(52%), and Turkey (61%). More than half worked in schools where the school principal reported that a shortage
or inadequacy of library materials hindered instruction in Brazil (58%), Bulgaria (56%), Ireland (66%), Mexico
(69%), the Slovak Republic (54%) and Turkey (62%). More than half also worked in schools where the school
principal reported that a shortage of computers hindered instruction in Brazil (59%), Bulgaria (51%), Ireland
(63%), Lithuania (66%), Mexico (68%), Portugal (67%), the Slovak Republic (57%) and Turkey (57%) (Table 2.5).

Given issues of school resources and tradeoffs in decision making, it is worth noting that countries with higher
ratios of teachers to pedagogical or administrative personnel are not necessarily those in which school principals
consider that this hinders instruction. Among countries with a relatively high average class size (Table 2.4), an
above-average percentage of school principals considered a lack of qualified teachers as a factor hindering
instruction in Malaysia (46%) Mexico (64%) and Turkey (78%). In Korea, another country with a high average
class size (35 students), only about 19% of teachers worked in schools whose school principal reported that a
lack of qualified teachers hindered instruction, one of the lowest percentages among TALIS countries. However,
in certain countries with smaller than average class sizes, a large percentage of teachers worked in schools
whose school principal reported a lack of qualified teachers which hindered instruction. In Austria, Estonia,
Italy, and Lithuania, with average class sizes of less than 22 students, around one-half to two-thirds of teachers’
school principals considered that a lack of qualified teachers hindered instruction in their school to at least
some extent (Tables 2.4 and 2.5).
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Schools in Austria, Ireland, Italy, Spain and Turkey have ratios ranging from 16 to 24 teachers to one person
providing pedagogical support (Table 2.4) and a percentage of teachers above the TALIS average who worked
in schools whose school principal reported that a lack of instructional support personnel hindered instruction
to at least some extent. Conversely, Mexico had a comparatively low average ratio of almost eight teachers to
one pedagogical support person, but the school principals of 65% of teachers report that a lack of pedagogical
support hindered instruction at least to some extent. Mexico also has one of the lowest ratios of teachers per
administrative or management staff but also one of the highest percentages of teachers (almost 70%) whose
school principals reported that a lack of support personnel hindered at least to some extent the school’s
capacity to provide instruction. The pattern is similar, but less striking, for Brazil and Italy. In addition, except
for Belgium (FI.) and Poland, all countries with an above-average ratio of teachers to school administrative or
management personnel also had above-average percentages of teachers in schools whose school principals
reported that a lack of support personnel hindered the school’s capacity to provide instruction.

School admission policies

Admission policies may constitute an important element of the functioning of a school. Such policies can
influence the profile of the school’s students as well as the type of school or its focus. This can affect teachers
in terms not only of their students and their teaching practices, but also their working conditions and the
school’s requirements and expectations with regard to the teaching staff. School admission policies indicate
the extent to which a school selects its students and the extent to which parents and families can choose
among schools. Schools with selective admission policies may only allow better-performing students to enter
their school and this can help to ensure the school’s high performance. Teachers may therefore be required to
place a greater emphasis on maintaining or increasing such high performance. They may also face challenges
that are different from those in schools with students who perform less well or come from disadvantaged
backgrounds. School admission policies that focus on the decisions and needs of students and parents may
operate in a system or area that has a greater amount of school choice. Such schools, and teachers working
within them, may have to fashion the education they offer to better attract families and meet the specific
requirements of students.

Data were collected from school principals on six elements of their school’s admission policies: residence in
a particular area; students’ academic record; recommendation of feeder schools; attendance of other family
members at the school; parents’ endorsement of the educational or religious philosophy of the school; and
students’ need or desire for a specific programme. The use of admissions policies varies within and between
countries, and in some instances these policies may not apply to all students. For example, in Italy, families are
free to choose where they want to send their children, and schools generally have to accede to their request.
Specific admission criteria can only be applied when there are specific limitations (e.g. buildings, staff) because
enrolments exceed the school’s capacity.

As Table 2.6 and Figure 2.3 show, on average across TALIS countries, students’ residence was the main deciding
factor in admission to a school. Fewer than half of teachers worked in schools whose school principal reported
that this was either a pre-requisite or a high priority for admittance; slightly more than 70% of teachers in
Portugal and Turkey worked in such schools but less than 25% in Mexico and the Slovak Republic, and less
than 1% in Belgium (FL.).

Belgium (FI.) is the only country whose school principals did not generally consider students’ place of residence
a pre-requisite or a high priority (Table 2.6). Following place of residence, an average of 20% of teachers
worked in schools where the school principal reported students’ desire or need of a special programme as a
pre-requisite or a high priority in their school admission policy. This criterion was most prominent in Austria
(40% of teachers worked in schools where this was a pre-requisite or a high priority), Belgium (FI.) (57%),
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Bulgaria (43%), and Hungary (58%). Next in order of importance was the attendance of other family members
at the school (18% of teachers worked in schools whose school principal reported this as a pre-requisite
or a high priority), students’ academic record (14%), and the recommendation of feeder schools (10%). In
Australia (30%), Belgium (Fl.) (61%), Bulgaria (41%), Denmark (35%) and Hungary (35%), parents’ endorsement
of the school’s instruction or religious philosophy has considerably greater importance than in other TALIS
countries (Table 2.6).

Percentage of teachers in schools where the principal reported the following as pre-requisites
or high priorities for admittance to school (2007-08)

B Residence in a particular area
O Student's academic record

/A Recommendation of feeder schools
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Countries are ranked in descending order of importance attributed by school principals to residence in a particular area.
Source: OECD, Table 2.6.
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School admission criteria that are selective consider students’ academic record and the recommendations of
feeder schools important. Attendance of other family members at the school might be included in the admission
policies of a selective school and can increase the homogeneity of the student population. However, this
criterion does not apply exclusively to selective schools. Non-selective schools may also use it to assist families
in the education their children receive. For example, it may be complementary to a policy of giving preference
to students who reside in a specific local area. As Table 2.6 shows, 14% of teachers worked in schools which
used students’ academic records as either a pre-requisite or with a high priority in admission decisions. Such
schools are clearly selective and may be more likely to have a higher-performing student population. A greater
proportion of teachers worked in these schools in Austria (35% of teachers), Bulgaria (32%), Malta (39%)
and Mexico (30%). In addition, the recommendation of feeder schools was considered important in Australia
(21% of teachers worked in schools which considered this a pre-requisite or a high priority) but especially in
Hungary (41%) and in Malaysia (52%).
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School autonomy

A growing belief that schools need to be empowered to better meet the needs of students and families has led
to increasing attention on the issue of school autonomy (OECD, 2006a). In a number of education systems,
schools have been granted greater autonomy in recent years as decision-making power has been decentralised
(OECD 2008a). A key aspect of the underlying rationale for greater school autonomy is the information
asymmetries in the education system (Hoxby, 2003). In centralised systems, decisions concerning the provision
of specific education programmes are the domain of a central authority rather than individual schools. Similarly,
the philosophy underlying the provision of instruction, the allocation of personnel, and a variety of education
policies may be mandated centrally. However, information about students’ needs and educational demands
from parents and local communities are best obtained at the school-level. School principals, teachers and
other school staff have the most interaction with these stakeholders and are therefore likely to have the most
information on their needs and demands. Furthermore, decisions on appointing teachers and assigning them
teaching tasks in a school can be better informed if made at the school level where there is more information
on how teachers’ skills and abilities match the educational requirements of the school’s students.

Data were gathered from school principals on 13 decision-making areas: selecting teachers to hire; firing
teachers; establishing teachers’ starting salaries; formulating the school budget; deciding on budget allocations
within the school; establishing student disciplinary policies; establishing student assessment policies; approving
students for admission to the school; deciding which courses are offered; determining course content; choosing
appropriate textbooks; and allocating funds for teachers’ professional development. The percentage of teachers
working in schools whose school principal reported considerable responsibility at the school level for these
areas are presented in Table 2.7 and Figure 2.4. It should be noted that considerable responsibility at the school
level does not preclude considerable responsibility elsewhere. Considerable responsibility can exist both at
the school level and also, for example, with a regional or national education authority. Of most importance to
TALIS is decision making that directly affects teachers and their careers. A number of these areas have a direct
impact upon teachers’ work and their teaching and, as discussed in Chapter 6, the degree of school autonomy
will affect school principals’ responsibilities within their schools.

Of the 13 areas, the least responsibility at the school level concerned teachers’ remuneration. Only around one-
quarter of teachers worked in schools whose school principal reported considerable school-level responsibility
for establishing teachers’ salaries and determining teachers’ salary increases. There was considerably more
school-level decision-making responsibility in Bulgaria, Estonia, Hungary, Norway, Poland and the Slovak
Republic, where over 40% of teachers worked in schools with considerable decision-making power in these
areas. In Denmark and Slovenia, over 40% of teachers worked in schools with considerable decision-making
power for teachers’ salary increases but less responsibility for establishing teachers’ starting salaries. Very few
teachers (5% or fewer) in Austria, Belgium (Fl.), Ireland, Italy and Spain worked in schools with considerable
responsibility for teacher remuneration (Table 2.7). This may have a direct impact upon the form and nature of
appraisal and feedback that teachers receive in schools in these countries.

A greater proportion of teachers worked in schools with considerable responsibility for hiring and firing teachers
than for decisions concerning teachers’ salaries. On average across TALIS countries, 68% of teachers worked
in schools whose school principal reported that the school had considerable responsibility for hiring teachers
and 61% worked in schools with considerable responsibility for firing teachers. Over 90% of teachers worked
in schools with considerable responsibility for hiring and firing teachers in Belgium (Fl.), Bulgaria, Estonia,
Hungary, Iceland, Lithuania, Norway, Poland, the Slovak Republic and Slovenia (Table 2.7). In light of this,
such schools may also have considerable responsibility for factors affecting teachers’ careers, such as teacher
appraisal and feedback.
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Figure 24

School autonomy factors (2007-08)
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On average across TALIS countries, the percentage of teachers working in schools with considerable
responsibility for hiring and firing teachers was over twice the percentage of teachers in schools with
considerable responsibility for establishing and determining teachers’ salaries (Table 2.7). Given this difference,
it is apparent that there is a split in decision-making responsibilities concerning the teacher labour market and
the career structure for teachers. School-level responsibilities are restricted when it comes to teacher salaries
but there is more wide-spread school autonomy in hiring and firing teachers. This split may indicate a centrally
determined career structure with a relatively tight control over teacher salaries but greater school autonomy
for hiring and firing decisions which are at the interface with the teacher labour market. The split is particularly
pronounced in Belgium (Fl.), Iceland and Lithuania where there is widespread school autonomy in hiring and
firing teachers but considerably less responsibility for teachers’ salaries. For example, 100% of teachers in
Belgium (Fl.) worked in schools with considerable responsibility for hiring; virtually none worked in schools
with considerable responsibility for establishing or determining teachers’ salaries.

With regard to teachers’ professional development, school autonomy can be defined in terms of the degree to
which decisions concerning the funding of different types of professional development are made at the school-
level or centrally. As teachers’ development is a focus of TALIS, it is important to note the substantial variation
in this area. On average across TALIS countries, just over 60% of teachers worked in schools whose school
principal reported considerable responsibility at the school level for allocating funds for teachers’ professional
development. Countries in which a large percentage of teachers worked in schools with responsibility for
allocating professional development funds include Australia (98% of teachers), Denmark (90%), Estonia (87 %),
Iceland (94%), Ireland (86%), Norway (98%), Poland (97%), the Slovak Republic (86%) and Slovenia (96%).
There was less school autonomy in Austria (18%), Mexico (21%), Portugal (23%), and Spain (17%) (Table 2.7).
These issues are discussed further in Chapter 3, which focuses on teachers’ professional development, and in
Chapter 6, which covers school leadership.

For budgetary decisions, there was considerably more decision-making authority within schools across TALIS
countries. The majority of teachers in all TALIS countries worked in schools with considerable responsibility for
formulating the school budget and deciding on the allocation of the budget within schools. In fact, except in
Brazil, Malaysia, Mexico and Spain, more than 85% of teachers worked in schools with considerable decision-
making power in this area, an indication a of high degree of school autonomy (Table 2.7).

Information was collected from school principals on the level of school autonomy in six areas covering school
policies on student discipline, student assessment, and courses offered, including the types of courses and their
content. The great majority of teachers worked in schools where the school principal reported that the school
has considerable responsibility for establishing school policies on student discipline and student assessment.
As Table 2.7 shows, in all TALIS countries but Malaysia, Portugal and Turkey, over nine out of ten teachers
worked in schools with considerable responsibility for student disciplinary policies. However, the same is true
in regard to student assessment policies for only 15 TALIS countries, even though on average 89% of teachers
worked in schools with considerable responsibility for establishing these policies. On average across TALIS
countries, teachers are less likely to work in schools with considerable responsibility for deciding the courses
offered. Fewer than three-quarters of teachers worked in schools with considerable responsibility for deciding
which courses their school offers. However, while less than half of teachers work in such schools in Brazil (49%),
Malaysia (35%), Malta (43%), Mexico (35%), Spain (37%), and Turkey (41%), over 90% worked in schools with
considerable responsibility for deciding the courses offered in Australia (100%), Austria (94%), Denmark (91%),
Estonia (100%), Hungary (91%), Iceland (98%), Ireland (98%), Italy (100%), and Portugal (94%) (Table 2.7).
It should be noted that these decisions may take place within a framework in which some compulsory subjects
are determined centrally.
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In addition to deciding which courses are offered within schools, decisions on course content and textbooks
used by students shed further light on the degree of school autonomy. In all but four TALIS countries (Malaysia,
Malta, Mexico and Turkey) over 90% of teachers worked in schools with considerable responsibility for choosing
the textbooks used in the courses they teach, and of these four countries, only in Malaysia and Turkey did fewer
than 60% of teachers work in such schools. Fewer teachers in TALIS countries worked in schools whose school
principal reported considerable school-level responsibility for determining course content. On average across
TALIS countries, 66% of teachers worked in schools which had this responsibility. This was more common in
Denmark, Hungary and Italy where over 95% of teachers worked in schools with considerable responsibility in
determining the content of courses they teach but is found less frequently in Bulgaria (28%), Malaysia (33%),
Mexico (33%) and Turkey (27%).

School climate

An important aspect of both the working lives of school principals and teachers and of the education provided to
students is school climate, as indicated by the actions of the students and professionals in schools. As previous
research has shown, school climate can influence student attainment and learning. For example, analysis of
PISA data showed that a positive school climate was associated with higher levels of student achievement
(OECD, 2004). A positive school climate can also have a positive impact on teachers and their working lives
just as a positive organisational climate can benefit employees, increase their job satisfaction and affect their
productivity (Lazear, 2000).

Figure 2.5

Percentage of teachers whose school principal reported that the following teacher behaviours hindered
the provision of instruction in their school a lot or to some extent (2007-08)
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Countries are ranked in descending order of the percentage of teachers whose school principal reported a lack of pedagogical preparation
as a factor hindering instruction.
Source: OECD, Table 2.8.
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School climate is the result of a variety of factors and actions that affect both students and teachers. School
principals reported on the extent to which 14 aspects of teacher and student behaviour hindered instruction
in their school. Information was collected on three types of teacher behaviour which can hinder instruction:
teachers arriving late at school, teacher absenteeism, and teachers’ lack of preparation. Information from school
principals on the extent to which such behaviour hindered instruction in their school is presented in Table 2.8
and Figure 2.5. Information on student behaviour, which was more generally considered as hindering student
learning, is presented in Table 2.8a and includes: students arriving late at school; absenteeism; classroom
disturbances; cheating; profanity/swearing; vandalism; theft; intimidation or verbal abuse of other students;
physical injury to other students; intimidation or verbal abuse of teachers or staff; and use or possession of drugs
and/or alcohol.

Countries varied markedly in the extent to which school principals reported that teachers’ actions hindered
instruction. While on average across TALIS countries around one-quarter of teachers work in schools whose
school principal reported that teacher absenteeism and lack of preparation hindered instruction “to some extent”
or “a lot”, the problem was greater in certain countries. Over half of teachers worked in schools whose school
principal reported a lack of preparation by teachers in Italy (53% of teachers) and Mexico (70%) (Table 2.8). In
Mexico, the problem appears to be compounded by a similar proportion of teachers in schools whose school
principal reported that instruction was hindered “to some extent” or “a lot” by teacher absenteeism and by
teachers arriving late at school. On average across TALIS countries, only 15% of teachers worked in schools
whose school principal reported that teachers arriving late at school hindered instruction.

Students’ actions were reported to hinder instruction to a greater degree than teachers’ actions. The most
important were classroom disturbances (60% of teachers worked in schools whose school principal reported
that instruction was hindered “to some extent” or “a lot” by classroom disturbances), student absenteeism
(46%), students arriving late at school (39%), profanity and swearing (37%), and intimidation or verbal abuse
of other students (35%). School principals reported that intimidation or verbal abuse of teachers and other staff
(17%), physical injury to other students (16%), theft (15%), and use or possession of drugs and alcohol (11%)
were not considered problems to the same extent (Table 2.8a).

Given the cultural context of school principals’ reports, it is important to look at differences both within and
between countries. Of the student actions reported by school principals as being most important in terms of
their impact upon instruction in their school, classroom disturbances, student absenteeism and arriving late
at school were the three most frequently reported student-related factors that hinder instruction in Australia,
Bulgaria, Estonia, Iceland, Ireland, Lithuania, Malaysia, Mexico, Spain and Turkey (Table 2.8a).
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Table 2.1
Gender and age distribution of teachers (2007-08)

Percentage of teachers of lower secondary education with the following characteristics

Percentage of teachers in each age group
Female school | Teachers aged | Teachers aged | Teachersaged | Teachersaged | Teachersaged | Teachers aged
Female teachers | principals’ under 25 years 25-29 years 30-39 years 40-49 years 50-59 years |60 years or more

Australia 59.2 (1.14) | 38.2 (4.80) 4.5 (0.53) 13.7 0.74) | 22.6 (1.09) | 26.5 0.99) | 28.9 (1.16) 3.8 (0.43)
Austria 67.9 0.74) | 29.2 (3.54) 0.7 0.12) 6.0 0.48) | 15.4 0.71) | 36.9 0.96) | 399 (1.12) 1.2 0.17)
Belgium (Fl.) 68.9 (1.45) | 382 (4.29) 8.3 (0.67) | 18.4 0.78) | 26.3 (0.85) | 23.6 (1.18) | 229 (0.86) 0.5 (0.20)
Brazil 73.6 (1.00) | 76.0  (2.76) 6.1 (0.80) | 159 (0.92) | 34.1 (1.10) | 31.5 (1.00) | 11.2 0.62) 1.2 0.19)
Bulgaria 82.7 (1.02) | 69.0 (5.98) 1.7 (0.57) 5.2 0.94) | 239 (1.17) | 329 (1.99) | 33.2 (1.37) 3.1 (0.44)
Denmark 58.1 (1.22) | 37.8 (5.33) 0.9 (0.25) 7.3 0.64) | 30.0 (1.29) | 233 (1.53) | 30.8 (1.31) 7.8 (0.80)
Estonia 83.7 (0.55) | 56.4  (3.25) 2.5 (0.34) 84 (049 | 18.2 (0.78) | 32.0 (0.87) | 27.1 (1.00) | 11.7 (0.64)
Hungary 76.9 (1.30) | 49.0 (5.40) 1.4 (0.36) 11.0 (1.08) | 24.5 (1.07) | 35.0 (1.18) | 26.2 (1.17) 1.9 (0.35)
Iceland 69.1 (1.46) | 49.1 (5.15) 2.6 (0.44) | 109 (0.88) | 26.0 (1.17) | 31.0 (1.21) | 23.0 (1.13) 6.6 (0.68)
Ireland 68.6 (1.24) | 349 (4.40) 4.4 (0.48) | 17.3 0.98) | 29.2 (1.17) | 22.0 (1.06) | 23.8 (1.19) 3.3 0.37)
Italy 77.7  (0.68) | 45.8  (4.93) 0.1 (0.08) 24 (0.26) | 17.2 (0.83) | 28.7 0.77) | 44.8  (1.06) 6.7 (0.44)
Korea 64.4 (1.33) | 15.0 (4.16) 0.6 0.14) | 119 (0.85) | 25.4 (0.97) | 45.4 (1.23) | 15.7 (0.89) 1.1 0.22)
Lithuania 84.9 (0.60) | 52.5 (4.30) 2.3 (0.32) 6.4 0.50) | 21.3 (0.79) | 32.4 0.92) | 279 (0.88) 9.7 (0.70)
Malaysia 66.0 (0.97) | 423 (3.68) 1.6 (0.33) | 16.9 (0.74) | 42.2 (0.92) | 315 (0.80) 7.6 (0.51) 0.1 0.13)
Malta 61.4 (1.74) | 41.4 (6.45) 10.6 (1.07) | 22.1 (1.33) | 359 (1.78) 13.2 (1.13) | 171 (1.30) 1.1 (0.28)
Mexico 53.2 (1.26) | 34.7 (511 3.0 0.47) | 11.7 (1.01) | 25.8 (1.01) | 37.3 (1.14) | 18.7 (0.94) 3.5 0.49)
Norway 60.4 (1.07) | 414 (4.14) 0.8 0.21) 8.4 0.66) | 31.1 (1.12) 19.8 (0.90) | 27.9 (1.10) | 12.0 0.71)
Poland 76.3 0.68) | 68.7  (3.69) 1.7 (0.29) | 135 0.72) | 36.0 (0.91) | 34.5 (1.05) | 13.4  (0.66) 0.9 (0.25)
Portugal 70.7 (0.92) | 40.0 411 0.5 0.14) 7.4 (0.55) | 40.0 (1.22) | 36.3 (1.15) | 14.2 (0.98) 1.7 0.31)
Slovak Republic | 81.7 (0.80) | 60.3 (4.86) 3.4 (0.49 | 12.7 0.82) | 25.6 (1.16) | 22.8 (0.94) | 30.1 1.1n 5.3 (0.66)
Slovenia 804 (0.68) | 57.4  (3.95) 0.5 (0.13) | 10.6  (0.65) | 28.1 (0.93) | 36.5 (0.91) | 22.8  (0.83) 1.5 (0.20)
Spain 56.9 0.97) | 39.6 (5.25) 0.4 0.17) 6.2 0.46) | 29.7 (1.06) | 33.8 (0.95) | 25.8 (1.06) 4.1 (0.45)
Turkey 52.0 (2.27) 8.8 (6.30) 10.1 (1.47) | 33.8 (2.25) | 35.0 (1.33) 14.7 (1.35) 6.2 0.72) 0.1 (0.08)
TALIS 2 69.3  (0.24) | 44.6  (0.98) 3.0 (0.11) | 121 0.19) | 28,0 (0.23) | 29.6 (0.23) | 23.,5 (0.21) 3.9 (0.09)

1. Percentage of principals of schools providing lower secondary education.
Source: OECD, TALIS Database.
StatLink SisP http://dx.doi.org/10.1787/607784618372

Table 2.2

Teachers’ educational attainment (2007-08)
Percentage of teachers of lower secondary education by highest level of education completed

ISCED level 5A ISCED level 5A
Below ISCED level 5 ISCED level 5B" (Bachelor degree) (Master degree) ISCED level 6
Australia 0.3 (0.10) 1.0 (0.25) 82.8 (0.96) 13.7 (0.83) 2.2 (0.33)
Austria 3.1 (0.30) 59.3 (0.78) 1.3 (0.25) 33.6 (0.74) 2.6 (0.29)
Belgium (FI.) 3.4 (0.38) 84.2 (0.96) 4.2 (0.42) 8.1 (0.73) 0.1 (0.07)
Brazil 8.6 (1.00) 0.2 (0.08) 89.3 (1.02) 1.8 (0.25) 0.1 (0.05)
Bulgaria 3.7 (1.06) 15.7 (1.69) 16.4 (1.21) 64.0 (2.64) 0.2 (0.06)
Denmark 1.9 (0.37) 0.2 (0.10) 90.3 (1.00) 7.5 (0.89) 0.0 (0.03)
Estonia 7.0 (0.51) 6.5 (0.46) 40.3 (1.15) 46.0 (1.21) 0.3 0.11)
Hungary 0.2 (0.10) 0.1 (0.08) 71.5 (2.13) 27.8 (2.09) 0.4 (0.08)
Iceland 12.1 (0.79) 20.8 (1.15) 60.6 (1.22) 6.3 (0.70) 0.2 (0.12)
Ireland 0.6 (0.20) 3.4 (0.33) 79.4 (0.70) 159 (0.78) 0.8 (0.19)
Italy 5.3 (0.30) 9.4 (0.42) 6.9 0.37) 77.4 (0.58) 0.9 (0.19)
Korea 0.3 0.11) 0.3 (0.14) 64.7 (1.39) 33.9 (1.35) 0.7 (0.16)
Lithuania 4.1 (0.38) 13.0 (0.77) 47.0 (1.46) 35.7 (1.39) 0.1 (0.07)
Malaysia 1.0 (0.12) 12.1 (0.60) 79.4 0.79) 7.5 (0.55) 0.0 (0.00)
Malta 3.7 (0.50) 133 a.1mn 71.9 (1.50) 10.7 (1.11) 0.4 (0.22)
Mexico 10.4 (0.94) 3.0 (0.43) 75.6 (1.05) 10.7 (0.72) 0.3 0.11)
Norway 0.9 (0.19) 0.0 (0.00) 76.5 (0.92) 22.5 (0.92) 0.0 (0.04)
Poland 0.3 (0.11) 1.2 (0.27) 4.1 (0.42) 94.0 (0.46) 0.5 (0.18)
Portugal 0.4 (0.11) 4.3 (0.43) 84.4 (0.76) 10.7 (0.71) 0.2 (0.09)
Slovak Republic 2.5 (0.36) 0.0 (0.00) 0.5 (0.15) 96.2 (0.43) 0.8 (0.20)
Slovenia 3.7 (0.34) 41.9 (1.04) 52.9 (1.05) 1.4 (0.20) 0.1 (0.04)
Spain 3.5 (0.35) 1.6 (0.22) 11.4 (0.85) 78.8 (0.89) 4.7 (0.41)
Turkey 0.0 (0.00) 6.0 (0.57) 88.2 (0.96) 5.6 (0.90) 0.2 (0.11)
TALIS g 3.4 (0.10) 129 (0.14) 52.1 (0.22) 30.9 (0.22) 0.7 (0.04)

Note: Education categories are based on the International Standard Classification of Education (ISCED).

— ISCED level 5A programmes are generally longer and more theoretically based, while 5B programmes are typically shorter and more practical and skills oriented.
A distinction was made between ISCED level 5A (Bachelor) and ISCED level 5A (Master).

— ISCED level 6 is the second stage of tertiary education and leads to an advanced research qualification (e.g. PhD).

1. Includes Bachelor degrees for some countries.

Source: OECD, TALIS Database.
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Employment status and job experience of teachers (2007-08)
Percentage of teachers of lower secondary education with the following characteristics

Employment status Job experience
Fixed-term contract:|Fixed-term contract:| Teachers in their
Permanently More than 1 school year first 2 years of | Teachers working | Teachers working | Teachers working
employed 1 school year or less teaching for 3-10 years for 11-20 years for 20+ years

Australia 86.8 (1.00) 4.3 (0.73) 8.9 0.71) 113 (0.85) 28.4 (1.22) 24.9 (0.98) 35.4 (1.33)
Austria 89.3 (0.64) 2.0 (0.28) 8.7 (0.55) 4.4 (0.40) 15.1 (0.78) 233 (0.81) 57.2 (1.17)
Belgium (Fl.) 80.7 (0.90) 4.8 (0.41) 14.6 (0.83) 8.5 (0.76) 35.1 (1.38) 22.4 (0.94) 34.0 (1.09)
Brazil 74.2 (1.46) 7.1 (0.79) 18.7 (1.41) 9.6 0.77) 38.6 (1.24) 32.4 (1.09) 19.3 (1.00)
Bulgaria 84.6 (1.25) 4.4 (0.67) 11.0 (1.10) 5.9 (0.69) 17.2 0.69) 28.9 (1.27) 48.0 (1.53)
Denmark 96.6 (0.63) 0.3 (0.15) 3.1 (0.62) 9.5 (0.84) 35.1 (1.46) 16.9 (1.16) 38.5 (1.38)
Estonia 84.2 (1.12) 5.0 (0.46) 10.8 0.91) 6.4 0.51) 20.7 (0.83) 27.3 (1.06) 45.6 (1.09)
Hungary 86.1 (1.75) 2.9 (0.49) 11.0 (1.52) 5.7 (1.76) 21.9 (1.12) 25.0 (0.82) 47.4 (1.41)
Iceland 74.6 (1.12) 6.2 (0.67) 19.2 (0.98) 16.7 0.99) 35.5 (1.19) 24.6 (1.21) 23.2 (1.06)
Ireland 73.4 (1.10) 7.8 (0.67) 18.8 (1.00) 7.1 (0.60) 33.1 (1.10 24.6 (1.04) 35.3 (1.35)
Italy 80.6 (0.85) a a 19.4 (0.85) 5.9 (0.51) 19.8 (0.87) 20.9 (0.76) 53.4 (1.10)
Korea 95.6 (0.41) 4.2 (0.42) 0.2 (0.08) 6.5 (0.70) 26.2 (1.09) 33.4 (1.01) 33.9 (1.12)
Lithuania 92.4 (0.56) 4.2 (0.40) 3.4 (0.38) 4.8 (0.48) 17.6 0.76) 28.8 (0.94) 48.8 (1.22)
Malaysia 97.8 (0.29) 1.9 (0.33) 0.4 (0.20) 9.7 (0.63) 37.0 0.97) 37.2 (0.95) 16.1 (0.68)
Malta 96.3 (0.55) 1.2 (0.34) 2.5 (0.46) 12.8 (1.00) 41.2 (1.42) 28.6 (1.41) 17.4 (1.29
Mexico 86.8 (1.88) 5.0 (0.56) 8.2 (1.74) 8.7 (1.05) 27.7 (1.15) 29.4 (1.27) 34.2 (1.63)
Norway 89.9 (0.88) 1.8 (0.35) 8.3 (0.80) 7.8 (0.80) 31.7 (1.10) 21.4 (0.98) 39.1 (1.49)
Poland 771 (111 5.1 (0.67) 17.8 (0.93) 7.8 (0.64) 319 (0.95) 29.6 (0.78) 30.7 0.97)
Portugal 67.6 (1.39) 15.0 (0.88) 17.4 (0.99) 3.7 (0.34) 23.6 (1.13) 46.5 (1.21) 26.1 (1.60)
Slovak Republic 82.1 (1.09) 3.8 (0.48) 14.1 (1.02) 7.7 (0.82) 29.1 (1.25) 21.7 (0.92) 41.5 (1.41)
Slovenia 82.8 0.79) 2.2 (0.34) 15.0 0.78) 6.2 (0.45) 27.0 (1.04) 21.3 (0.94) 45.4 (1.13)
Spain 75.6 (1.06) 6.5 (0.41) 17.9 (1.01) 5.8 (0.49) 28.4 (1.02) 30.6 (0.91) 35.2 (1.36)
Turkey 88.3 (1.32) 4.6 (0.79) 7.0 (0.95) 18.0 (1.85) 50.7 (2.11) 19.4 (1.37) 12.0 (1.26)
TALIS g 84.5 (0.23) 4.6 0.11) 11.1 (0.20) 8.3 (0.18) 29.2 (0.24) 26.9 (0.22) 35.5 (0.26)

Source: OECD, TALIS Database.
StatLink Si=M http://dx.doi.org/10.1787/607784618372

Table 24

School personnel characteristics and the percentage of teachers in public schools (2007-08)
Average numbers of students and average staff ratios in schools in which teachers of lower secondary education work
(includes both public and private schools), and percentage of lower secondary teachers in public schools

Ratio of teachers to Ratio of teachers to number
Number of students number of personnel for | of school administrative or | Average class size (Lower
in schools’ pedagogical support management personnel | secondary education only) Public schools
[ Meam  sE) | Men  (SE) | Mean  SE) | Men = (sE) | % GE)
Australia 754.0 (49.85) 8.3 (0.61) 5.5 (0.30) 24.6 0.20 56.1 (1.80)
Austria 300.6 (9.84) 24.1 (1.08) 22.6 (0.82) 21.1 0.14 89.1 (1.91)
Belgium (FI.) 491.2 (20.15) 20.5 (1.63) 11.7 (0.73) 17.5 0.27 27.6 (1.39)
Brazil 601.2 (16.90) 11.9 (0.72) 6.9 (0.30) 32.2 0.35 84.9 (0.81)
Bulgaria 314.7 (16.22) 12.3 (1.31) 4.8 (0.42) 20.7 0.35 99.1 (0.54)
Denmark 340.4 (20.69) 9.1 (0.97) 7.5 (0.38) 20.0 0.22 71.5 (1.65)
Estonia 361.3 (8.35) 10.4 (0.69) 7.6 (0.21) 20.5 0.32 97.2 (1.49)
Hungary 394.3 (23.16) 7.3 (0.69) 8.3 (0.48) 20.2 0.57 81.3 (4.03)
Iceland 266.5 (12.57) 5.7 (0.60) 6.3 (0.22) 18.6 0.02 98.3 (0.06)
Ireland 454.5 (11.51) 15.8 (1.06) 11.1 0.41) 21.9 0.18 45.2 (2.54)
Italy 617.9 (30.35) 20.4 (3.22) 7.5 (0.32) 21.3 0.16 96.1 (1.14)
Korea 646.6 (41.75) 14.0 (1.12) 4.9 (0.32) 34.6 0.43 82.1 (2.91)
Lithuania 381.9 (10.11) 16.7 (1.10) 8.3 (0.23) 19.3 0.24 98.5 (0.93)
Malaysia 1046.0 (25.94) 12.4 (1.01) 7.5 (0.45) 34.9 0.28 98.8 (0.57)
Malta 495.8 (20.83) 7.9 (0.74) 8.7 (0.57) 19.6 0.01 67.5 (0.16)
Mexico 436.0 (19.09) 7.9 (0.68) 5.0 (0.34) 37.8 0.55 83.0 (1.20)
Norway 243.0 (10.11) 7.0 (0.41) 8.3 (0.31) 21.4 0.29 96.3 (1.90)
Poland 242.2 (13.35) 9.4 (0.56) 9.0 (0.48) 20.8 0.27 94.4 (1.48)
Portugal 800.8 (33.65) 10.8 (1.64) 10.5 (0.59) 21.3 0.21 89.3 0.73)
Slovak Republic 351.8 (14.52) 143 (1.15) 4.7 0.17) 21.1 0.26 87.8 (3.03)
Slovenia 377.1 (6.56) 18.3 (1.16) 7.8 (0.34) 18.8 0.18 100.0 (0.00)
Spain 536.7 (25.78) 19.0 0.91) 8.8 (0.68) 21.7 0.26 75.6 (2.34)
Turkey 795.5 (53.98) 22.2 (2.53) 10.4 (0.49) 31.3 0.75 92.5 (1.16)
TALIS g 489.1 (5.21) 13.3 0.27) 8.4 (0.09) 23.5 (0.07) 83.1 0.37)

1. These data are means and percentages of characteristics of the schools where lower secondary teachers worked. The education provision in these schools may
extend across ISCED levels (e.g. in schools that offer both lower and upper secondary education) and therefore may not apply only to teachers or students of lower-

secondary education.

Source: OECD, TALIS Database.
StatLink =P http://dx.doi.org/10.1787/607784618372

© OECD 2009
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Table 2.5
School resources (2007-08)

Percentage of teachers of lower secondary education whose school principal reported that
the following resource issues hinder instruction “a lot” or “to some extent” in their school

90000
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A lack of Shortage or Shortage or

A lack of A lack of instructional A lack of inadequacy of | inadequacy of Shortage or Shortage or

qualified laboratory support other support | instructional | computers for | inadequacy of | inadequacy of

teachers technicians personnel personnel materials instruction | library materials |other equipment
Australia 40.5  (4.73) 140 (3.25) | 38.1 4.17) | 404  (4.24) 155 (3.13) | 322 (4.56) | 209 (3.67) | 31.7 (4.36)
Austria 48.8 (3.12) 21.3 (2.66) 68.7  (3.08) 77.5 (2.82) 12.2 (2.30) 25.5 (2.90) 16.8 (2.55) 350 (3.44)
Belgium (FIl.) 31.5 (3.76) 7.3 (2.14) 36.7  (3.89) 35.5 4.11) 13.7  (2.74) 33.2 (3.78) 239 (3.43) 29.7  (3.78)
Brazil 31.1 (3.08) | 65.1 (3.03) | 61.1 (2.98) | 63.1 (3.19) | 286 (2.73) | 59.2 (3.18) | 57.9 (2.61) | 64.1 (2.75)
Bulgaria 25.2 (4.18) 17.8  (2.99) 15.2 (2.92) 133 (2.46) 44.7  (3.99) 51.0  (5.60) 55.6 (5.62) 67.0 (5.18)
Denmark 28.2 (4.44) 3.3 (1.84) 254  (4.13) 17.5 (3.77) 23.1 (4.10) 226  (4.13) 25.5 (4.55) 27.5 (5.01)
Estonia 65.6 (3.58) 171 (2.96) 51.6  (3.85) 41.0 (4.12) 36.4  (4.03) 27.1 (3.66) 44.2 (4.36) 45.3 (4.50)
Hungary 22.1 (5.03) | 29.6  (6.57) | 48,5 (6.36) | 36.2 (3.77) | 394 (4.09) | 47.0 (6.26) | 37.8 (6.64) | 629 (5.83)
Iceland 39.0 (0.18) 30.8  (0.18) 36.8  (0.19) 34.1 0.17) 158  (0.13) 27.6  (0.15) 24.6 (0.15) 20.4  (0.15)
Ireland 38.4 (4.63) 82.6 (3.64) 63.6  (5.00) 62.7 (4.69) 34.2 (4.44) 62.5 (4.42) 66.3 (4.78) 62.6  (4.63)
Italy 519 (3.45) | 53.6 (3.09) | 56.6 (3.34) | 54.8 (3.41) | 429 (3.39) | 416 (3.03) | 459 (3.13) | 464 (3.37)
Korea 18.6 (3.36) 39.6  (4.28) 45.2 (4.59) 43.9 (4.28) 27.8  (3.90) 284 (3.97) 39.5 (4.30) 419  (4.11)
Lithuania 60.6 (3.77) 40.2 (3.91) 47.3 (3.91) 38.9 (4.34) 61.6 (3.72) 66.0  (3.46) 49.3 (3.86) 71.3 (3.79
Malaysia 45.9 (4.05) 23.8  (2.80) 31.0  (3.46) 32.0  (3.63) 26.2 (3.53) 36.6  (3.83) 36.9 (2.98) 30.3 (3.19)
Malta 262 (0.22) | 328 (0.23) | 344 (0.18) | 51.0 (0.20) | 30.1 (0.23) | 419 (0.20) | 284 (0.21) | 43.8 (0.19
Mexico 63.8 (4.00) 64.9 (3.39) 649 (3.32) 69.2 (3.37) 60.6  (3.37) 68.0 (3.33) 69.3 (3.58) 70.5 (3.35)
Norway 29.7 (3.71) 29.6 (414 51.1 (4.97) 43.7 (5.08) 43.1 (4.50) 41.1 (4.59) 37.3 (4.03) 53.1 (4.85)
Poland 118 (2.85 | 21.0 (3.50) | 21.3  (3.16) 19.0 (@.71) | 51.7 (4.38) | 358 (4.18) | 46.5 (4.57) | 544 (4.56)
Portugal 15.9 (3.23) 47.6  (3.73) 78.5 (3.08) 80.0 (3.18) 36.6  (4.30) 67.3 (3.57) 39.1 (4.33) 70.3 (3.60)
Slovak Republic | 30.5 (3.87) 249 (4.10) 33.1 (4.57) 23.8 (3.54) 38.7  (4.69) 57.1 (4.27) 53.5 (4.51) 64.1 (4.06)
Slovenia 24.6 (3.34) 17.9 (3.09) 339 (3.85) 29.8 (3.41) 18.5 (2.95) 25.0 (3.15) 20.4 (3.07) 33.7  (3.35)
Spain 34.0  (3.40) 13.6  (2.76) 80.5 (3.00) 75.7 (2.61) 244  (3.62) 41.0  (3.41) 37.3 (3.62) 50.1 (3.55)
Turkey 78.1 (4.98) 58.7  (4.80) 69.5 (4.55) 72.0 (4.32) 61.3 (4.98) 56.6  (5.88) 61.9 (5.30) 67.0  (5.67)
TALIS 2 375 (0.77) | 329 (0.72) | 475 (0.80) | 459 (0.74) | 342 (0.76) | 43.2 (0.83) | 40.8 (0.83) | 49.7 (0.84)

Source: OECD, TALIS Database.
StatLink =P http://dx.doi.org/10.1787/607784618372

Table 2.6

School admission policies (2007-08)

Percentage of teachers of lower secondary education whose school principal reported the following as pre-requisites
or high priority for student admittance to the school

Parents’ endorsement
of the instructional Students’ need Attendance of
Residence in Student’s Recommendation |or religious philosophy or desire for other family members
a particular area academic record of feeder schools of the school a special programme at the school
Australia 47.8 (3.80) 10.6 (2.57) 21.0 (3.59) 29.5 (3.33) 233 (3.26) 42.4 (3.47)
Austria 56.3 (2.92) 34.7 (2.30 5.4 (1.74) 159 (2.53) 40.4 (3.44) 26.9 (2.91)
Belgium (Fl.) 0.8 (0.75) 17.3 (2.80) 12.9 (2.29) 60.6 (4.04) 57.4 (4.05) 12.6 (4.27)
Brazil 25.2 (3.00) 223 (3.03) 6.6 (1.68) 7.2 (1.49) 8.0 (1.85) 8.7 (1.90)
Bulgaria 52.7 (3.89) 32.2 2.77) 5.6 (1.75) 41.0 (5.33) 43.4 (4.72) 50.2 (4.96)
Denmark 34.4 (3.98) 3.9 (1.51) 6.0 (2.56) 34.5 3.76) 13.0 (2.63) 13.7 3.17)
Estonia 30.3 (3.48) 7.4 (2.26) 0.4 (0.45) 5.6 (2.11) 15.0 (3.22) 0.4 (0.40)
Hungary 62.3 (5.04) 19.1 (3.38) 40.5 (6.80) 35.0 (4.97) 58.4 (6.63) 339 (4.02)
Iceland 58.2 0.17) 0.9 (0.00) 2.2 (0.06) 3.3 (0.09) 11.5 0.12) 1.2 (0.06)
Ireland 38.1 (3.75) 0.0 (0.00) 5.8 (2.29) 21.4 (3.17) 9.9 (2.39) 41.5 (4.50)
Italy 37.5 (3.18) 3.6 (1.24) 7.3 (1.54) 6.5 (1.63) 9.8 (1.84) 11.8 (2.02)
Korea 44.5 4.31) 7.3 (2.36) 6.2 (2.08) 1.2 (0.82) 4.8 (1.79) 0.0 (0.00)
Lithuania 39.5 (3.82) 12.0 (2.84) 2.1 (0.85) 13.8 (2.98) 5.4 (1.85) 19.9 (3.33)
Malaysia 67.2 (3.81) 27.4 (3.41) 51.8 (3.30) 16.2 (2.61) 22.4 (3.32) 12.2 (2.38)
Malta 52.6 0.23) 38.5 0.20) 9.8 0.10 8.5 (0.06) 16.1 (0.08) 9.8 (0.09)
Mexico 24.7 (3.25) 30.1 (3.70) 8.3 (2.00) 14.0 (3.15) 12.1 (2.33) 16.7 (3.46)
Norway 64.5 4.27) 0.0 (0.00) 3.4 (1.67) 2.4 (1.79) 7.7 (2.50) 2.8 (1.34)
Poland 64.3 (3.78) 22.8 (3.66) 8.1 (2.31) 11.9 (3.45) 20.9 (3.92) 6.4 (2.01)
Portugal 72.8 (3.70) 3.9 (1.64) 3.2 (1.56) 9.0 (2.36) 29.1 (3.56) 40.5 (3.71)
Slovak Republic 17.2 (3.19) 17.6 (2.69) 3.2 (1.34) 12.0 (3.42) 16.3 (3.48) 7.6 (1.93)
Slovenia 62.0 (3.59) 1.4 (0.98) 4.3 (1.56) 0.4 (0.44) 16.6 2.71) 8.6 (2.24)
Spain 69.9 (3.52) 3.2 (1.29) 5.6 (1.78) 8.7 (1.97) 8.1 (2.19) 41.4 (3.83)
Turkey 70.4 (6.04) 5.4 (1.26) 1.5 (0.60) 16.9 (4.09) 20.1 (5.03) 11.9 (3.64)
TALIS average 47.5 (0.76) 14.0 (0.48) 9.6 (0.49) 16.3 (0.61) 20.4 (0.68) 18.3 (0.62)

Source: OECD, TALIS Database.
StatLink =P http://dx.doi.org/10.1787/607784618372
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Table 2.7
School autonomy (2007-08)

Percentage of teachers of lower secondary education whose school principal reported that considerable responsibility
for the following tasks is held at the school level

Allocating funds
Establishing Determining for teachers’ Deciding on
Selecting teachers teachers’ teachers’ salary professional Formulating budget allocations
for hire Firing teachers starting salaries increases development | the school budget | within the school
e e % sE | %GBV %GBV % GE) | % SE) | % GE)
Australia 76.8 (3.10) 52.2 (3.57) 24.8 (3.50) 23.5 (3.35) 98.2 (1.11) 93.1 (2.56) 100.0 (0.00)
Austria 32.1 (2.95) 20.5 (2.52) 1.4 (0.50) 1.4 (0.51) 17.7 (2.59) 34.9 (2.85) 94.2 (1.65)
Belgium (Fl.) 99.5 (0.39) 96.5 (1.15) 0.3 (0.27) 0.3 0.27) 73.9 (3.78) 79.6 (3.41) 94.3 (1.80)
Brazil 26.6 (2.32) 25.4 (2.08) 13.7 (0.99) 12.8 (1.04) 28.8 (2.38) 57.2 (3.40) 60.4 (3.09)
Bulgaria 100.0 (0.00) 99.2 (0.59) 42.8 (4.35) 51.3 (4.82) 43.2 (4.88) 86.8 (3.04) 93.4 (2.40)
Denmark 100.0 (0.00) 86.6 (2.67) 32.6 (3.86) 42.0 (4.04) 90.4 (2.74) 76.1 (4.07) 98.0 (1.99)
Estonia 100.0 (0.00) 99.2 (0.51) 89.9 (2.08) 61.5 (3.71) 87.0 (3.00) 88.6 (2.48) 96.5 (1.78)
Hungary 99.8 (0.24) 96.4 (1.77) 45.0 (4.29) 51.6 (4.31) 68.9 (3.79) 89.6 (3.02) 93.4 (2.92)
Iceland 100.0 (0.00) 95.2 0.17) 223 (0.16) 29.3 0.27) 93.9 (0.18) 71.9 (0.14) 87.3 0.12)
Ireland 87.0 (2.77) 63.1 (3.63) 3.9 (2.20) 3.0 (2.11) 85.6 (3.19) 69.2 (3.74) 93.3 (1.94)
Italy 13.2 (2.02) 17.9 (2.75) 1.0 (0.59) 2.0 (1.06) 53.5 (2.79) 97.0 (1.06) 99.1 (0.64)
Korea 31.2 (3.67) 20.8 (3.15) 5.7 (2.00) 3.5 (1.55) 63.2 (4.09) 77.3 (3.44) 94.9 (1.86)
Lithuania 99.5 (0.34) 100.0 (0.00) 23.4 (3.39) 15.8 (2.99) 38.5 (3.96) 50.6 (4.28) 90.0 (2.44)
Malaysia 6.9 (1.56) 6.8 (1.66) 4.0 (1.29) 11.4 (2.38) 33.8 (3.28) 68.8 (3.16) 62.5 (3.56)
Malta 30.0 (0.15) 27.7 (0.15) 4.7 (0.09) 8.2 0.13) 43.0 (0.21) 53.7 (0.21) 86.3 0.11)
Mexico 24.3 (2.43) 233 (2.30) 15.9 (1.65) 16.0 (1.62) 21.1 (2.29) 51.4 (4.01) 45.0 (3.70)
Norway 100.0 (0.00) 100.0 (0.00) 84.0 (3.12) 91.3 (2.23) 98.0 (1.51) 100.0 (0.00) 100.0 (0.00)
Poland 100.0 (0.00) 99.6 (0.36) 43.2 (4.71) 48.2 (4.16) 97.3 (1.40) 99.4 (0.63) 100.0 (0.00)
Portugal 81.3 (3.48) 22.8 (3.03) 4.6 (1.03) 7.2 (1.59) 22.7 (3.01) 92.7 (2.14) 93.1 (2.10)
Slovak Republic | 98.8 (0.76) 99.7 (0.33) 57.1 (4.54) 47.9 (4.20) 85.6 (3.15) 80.6 (3.11) 97.3 (1.09)
Slovenia 100.0 (0.00) 96.6 (1.41) 22.7 (3.27) 40.5 (3.86) 95.9 (1.31) 58.2 (3.48) 98.0 (0.99)
Spain 27.4 (2.49) 25.7 (2.30) 3.3 (1.37) 3.7 (1.43) 17.4 (2.66) 76.5 (3.53) 63.8 (3.81)
Turkey 23.5 (4.28) 22.0 (5.36) 12.4 (2.78) 16.6 (3.19) 28.0 (5.33) 79.7 (5.28) 87.9 (4.30)
Approving
Establishing Establishing students Deciding
student student for admission which courses Determining Choosing which
disciplinary policies assessment policies to the school are offered course content textbooks are used
Australia 99.5 (0.37) 95.6 (1.99) 96.6 (1.53) 100.0 (0.00) 81.0 (3.25) 99.1 (0.87)
Austria 99.1 (0.62) 91.6 (1.89) 88.0 (1.90) 94.2 (1.46) 80.3 (2.67) 100.0 (0.00)
Belgium (FI.) 100.0 (0.00) 100.0 (0.00) 89.3 (2.53) 75.9 (4.38) 59.9 (4.12) 100.0 (0.00)
Brazil 93.1 (1.56) 84.0 (2.08) 71.6 (3.11) 48.9 (3.02) 74.7 (2.88) 97.3 (0.91)
Bulgaria 98.4 (0.95) 73.2 (5.97) 91.3 (1.86) 56.3 (4.60) 28.1 (4.72) 98.9 (0.83)
Denmark 96.1 (2.02) 97.1 (1.68) 87.9 (3.18) 91.2 (2.99) 98.2 (1.31) 100.0 (0.00)
Estonia 100.0 (0.00) 100.0 (0.00) 100.0 (0.00) 100.0 (0.00) 89.6 (2.54) 97.2 (1.54)
Hungary 100.0 (0.00) 99.7 0.27) 98.0 (1.20) 91.3 (2.22) 95.9 (1.91) 100.0 (0.00)
Iceland 100.0 (0.00) 98.7 (0.06) 96.1 (0.09) 98.1 (0.17) 87.9 (0.11) 98.8 (0.00)
Ireland 100.0 (0.00) 100.0 (0.00) 99.4 (0.58) 98.8 (1.15) 68.7 (4.44) 100.0 (0.00)
Italy 100.0 (0.00) 99.5 0.471) 96.9 (1.00) 100.0 (0.00) 99.0 (0.59) 100.0 (0.00)
Korea 99.6 0.37) 91.1 (2.40) 85.8 (2.86) 88.7 (2.73) 85.4 (2.87) 96.7 (1.61)
Lithuania 99.4 (0.64) 97.8 (1.18) 85.3 (2.68) 74.0 (3.88) 69.1 (3.88) 98.2 (1.11)
Malaysia 56.7 (3.61) 57.1 (3.43) 21.6 (2.80) 35.4 (3.46) 33.3 (3.12) 19.0 (2.90)
Malta 97.3 (0.01) 85.3 0.19) 39.7 0.19) 43.1 (0.22) 48.0 (0.21) 61.2 (0.23)
Mexico 95.8 (1.79) 74.7 (3.42) 74.4 (2.93) 35.3 (3.79) 33.0 (3.92) 68.5 (3.73)
Norway 97.0 (1.48) 79.6 (3.26) 97.2 (1.67) 60.9 (4.39) 78.5 (3.94) 100.0 (0.00)
Poland 100.0 (0.00) 97.3 (1.91) 98.0 (1.26) 59.7 (4.52) 63.9 (4.68) 99.5 (0.53)
Portugal 86.5 (2.85) 98.1 (0.82) 98.0 (1.15) 94.0 (1.77) 43.2 (4.19) 99.6 (0.44)
Slovak Republic | 100.0 (0.00) 95.2 (1.97) 99.0 (0.78) 81.7 (2.86) 67.2 (3.67) 91.9 (2.28)
Slovenia 98.9 0.77) 96.3 (1.51) 92.2 (2.20) 54.0 (3.87) 54.1 (3.70) 100.0 (0.00)
Spain 95.7 (1.62) 65.6 (3.87) 58.5 (3.77) 37.3 (3.47) 44.9 (3.86) 100.0 (0.00)
Turkey 71.5 (5.79) 65.9 (5.37) 91.0 (3.97) 41.2 (6.76) 27.2 (4.14) 43.9 (5.85)

1. School level includes either the school principal, teachers, or the school governing board.
Source: OECD, TALIS Database.
StatLink Si=P http://dx.doi.org/10.1787/607784618372

(CNeJZesPIiIE]  Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3



45

90000

A PROFILE OF THE TEACHER POPULATION AND THE ScHoOLS IN WHICH THEYy Work CHAPTER 2 _

Table 2.8
School climate - teacher-related factors (2007-08)

Percentage of teachers of lower secondary education whose school principal considered the following teacher behaviours
to hinder instruction “a lot” or “to some extent” in their school

Arriving late at school Absenteeism Lack of pedagogical preparation
Australia 7.8 (2.08) 22.8 (3.63) 35.8 (4.48)
Austria 8.2 (1.49) 22.7 (2.54) 15.9 (2.39)
Belgium (FI.) 4.2 (1.53) 3.7 (1.33) 8.8 (2.10)
Brazil 25.5 (2.90) 323 (2.99) 35.8 (3.02)
Bulgaria 2.7 (1.19) 1.8 (1.05) 3.3 (1.07)
Denmark 13.8 (3.76) 11.1 (3.52) 11.0 (3.30)
Estonia 3.2 (1.50) 3.4 (1.64) 5.0 (1.76)
Hungary 9.1 (6.00) 26.1 (4.74) 21.5 (4.90)
Iceland 4.1 (0.09) 24.0 (0.12) 12.7 (0.14)
Ireland 12.9 (3.41) 433 (4.87) 30.8 (4.86)
Italy 17.4 (2.31) 29.8 (2.69) 53.4 (3.14)
Korea 17.8 (3.02) 232 (3.12) 33.8 (3.95)
Lithuania 19.8 (3.19) 15.0 (2.66) 37.7 (3.95)
Malaysia 13.2 (2.69) 19.5 (2.91) 30.2 (3.38)
Malta 14.1 (0.16) 30.4 (0.21) 17.6 (0.19)
Mexico 69.2 (3.93) 67.5 (4.08) 70.2 (3.97)
Norway 8.7 (2.63) 39.5 (4.59) 10.9 (3.09)
Poland 7.4 (2.75) 43.7 (4.14) 2.4 (1.10)
Portugal 9.4 (2.71) 14.9 (3.10) 18.5 (3.34)
Slovak Republic 23 (1.44) 6.2 (1.64) 3.5 (1.56)
Slovenia 10.3 (2.35) 37.7 (3.55) 14.5 (2.92)
Spain 341 (3.83) 39.2 (3.76) 38.0 (3.84)
(4.45)

Source: OECD, TALIS Database.
StatLink =P http://dx.doi.org/10.1787/607784618372

Table 2.8a (1/2)
School climate - student-related factors (2007-08)

Percentage of teachers of lower secondary education whose school principal considered the following student behaviours
to hinder instruction “a lot” or “to some extent” in their school

Classroom
Arriving late at school Absenteeism disturbances Cheating Profanity/Swearing Vandalism
Australia 43.4 (4.15) 48.2 (4.54) 43.9 (4.48) 6.5 (2.40) 17.0 (3.51) 10.5 (2.67)
Austria 19.1 (2.55) 25.2 (2.95) 61.4 (3.24) 11.1 (2.11) 44.6 (3.03) 30.8 (2.96)
Belgium (Fl.) 28.1 (3.80) 19.7 (2.57) 50.8 (5.01) 5.6 (1.75) 4.8 (1.68) 13.0 (2.81)
Brazil 35.1 (3.36) 50.6 (3.05) 60.2 (3.01) 31.2 (3.22) 40.8 (3.08) 293 (2.77)
Bulgaria 33.9 (3.42) 36.1 (4.33) 32.2 (3.89) 16.5 (2.93) 25.2 (3.37) 28.5 (3.74)
Denmark 37.0 (5.23) 26.8 (4.45) 57.3 (3.93) 6.8 (2.06) 42.1 (4.44) 13.8 (3.83)
Estonia 53.0 3.71) 68.7 (3.71) 70.8 (3.52) 38.8 (3.95) 52.6 (3.59) 15.2 (2.81)
Hungary 36.4 (5.05) 42.7 (4.92) 67.8 (4.28) 26.8 (5.64) 77.2 (3.21) 54.0 (4.03)
Iceland 22.0 (0.17) 17.8 (0.15) 57.8 (0.18) 3.0 (0.04) 17.1 (0.11) 12.3 (0.12)
Ireland 57.7 (4.81) 70.9 (4.35) 53.6 (4.47) 2.9 (1.29) 21.6 (3.83) 10.6 (3.08)
Italy 25.5 (2.67) 37.1 (3.12) 71.6 (2.96) 24.3 (2.57) 22.8 (2.63) 16.2 (2.16)
Korea 35.2 (4.13) 39.7 (4.06) 43.1 (4.19) 253 (3.59) 343 (3.84) 325 (4.00)
Lithuania 65.2 (3.99) 88.5 (2.13) 66.9 (3.84) 38.8 (3.85) 48.5 (4.34) 28.9 (3.61)
Malaysia 34.8 (3.35) 40.7 (3.38) 39.4 (3.29) 14.4 (2.61) 13.5 (2.22) 28.0 (3.13)
Malta 24.7 0.21) 44.5 (0.20) 57.8 0.21) 229 (0.15) 21.0 (0.15) 24.7 (0.13)
Mexico 78.0 (3.59) 79.0 (3.49) 71.9 (3.60) 54.1 (4.10) 55.5 4.27) 63.3 (3.93)
Norway 44.5 (4.33) 24.7 (3.91) 65.3 (4.41) 2.2 (1.31) 33.9 (4.47) 22.3 (3.79)
Poland 44.1 (4.12) 62.8 (3.93) 69.0 (3.72) 42.3 (4.48) 60.3 411 37.4 (4.18)
Portugal 40.8 (4.22) 50.8 (4.14) 69.1 (3.56) 11.2 (2.89) 42.8 (4.37) 20.5 (3.53)
Slovak Republic 13.0 (3.01) 39.8 (4.25) 71.6 (3.62) 38.5 (4.63) 40.1 (4.66) 32.3 (4.52)
Slovenia 239 (2.91) 20.7 (2.95) 67.3 (3.44) 13.2 (2.68) 37.5 (4.02) 29.8 (3.84)
Spain 53.3 (3.95) 52.9 (3.52) 70.5 (3.59) 21.6 (3.11) 43.5 (3.55) 28.0 (3.43)
Turkey 57.9 (6.12) 66.7 (5.66) 66.3 (5.99) 21.9 (4.34) 43.2 (3.96) 41.1 (5.62)

Source: OECD, TALIS Database.
StatLink == http://dx.doi.org/10.1787/607784618372
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Table 2.8a (2/2)
School climate - student-related factors (2007-08)

Percentage of teachers of lower secondary education whose school principal considered the following student behaviours
to hinder instruction “a lot” or “to some extent” in their school

Intimidation or verbal Intimidation or verbal Physical injury to other Use/possession of drugs
Theft abuse of other students | abuse of teachers or staff students and/or alcohol
e e e e | % 6B [ % B [ % GE)
Australia 6.9 (2.02) 31.7 (4.19) 13.7 (3.04) 6.2 (1.87) 2.7 (1.45)
Austria 11.5 211 36.3 (3.22) 8.8 (1.67) 9.0 (1.87) 2.3 (0.99)
Belgium (FI.) 7.7 (1.98) 39.3 (4.72) 12.2 (2.03) 3.1 (1.17) 7.5 (1.93)
Brazil 13.2 (1.91) 29.3 (2.91) 14.1 (2.17) 10.2 (1.71) 10.7 (2.06)
Bulgaria 4.4 (1.83) 24.2 (4.01) 5.6 (1.43) 7.7 (1.80) 1.6 (0.83)
Denmark 9.4 (3.27) 28.8 (4.66) 13.7 (3.31) 11.7 (3.57) 8.8 (3.06)
Estonia 4.3 (1.66) 47.2 (3.87) 25.6 (3.20) 2.3 (1.08) 10.7 (2.69)
Hungary 23.9 (4.45) 48.2 (4.70) 22.0 (3.99) 37.4 (4.51) 7.9 (6.00)
Iceland 6.9 (0.07) 11.1 (0.09) 8.0 (0.07) 6.9 (0.05) 4.8 (0.04)
Ireland 4.7 (1.85) 36.6 (4.71) 17.9 (3.62) 4.3 (2.08) 15.0 (3.95)
Italy 9.1 (1.74) 30.0 (2.74) 10.4 (1.89) 12.7 (2.19) 4.5 (1.20)
Korea 25.0 (3.54) 36.6 (3.86) 253 (3.21) 25.7 (3.20) 16.3 (2.87)
Lithuania 23.4 (3.68) 45.5 (4.24) 28.8 (3.57) 259 (3.42) 19.3 (3.02)
Malaysia 13.9 (2.14) 13.5 (2.32) 8.1 (2.09) 10.8 (2.30) 9.2 (2.17)
Malta 11.7 (0.05) 48.8 (0.20) 20.3 (0.14) 7.6 (0.08) 5.4 (0.02)
Mexico 56.0 (4.06) 61.2 (3.36) 47.2 (3.92) 57.1 (3.57) 51.0 (4.08)
Norway 9.5 (2.58) 233 (4.03) 10.2 (2.68) 2.7 (1.56) 1.8 (1.30)
Poland 12.1 (2.70) 29.4 (4.26) 5.9 (1.98) 253 (3.53) 5.1 (1.91)
Portugal 23.3 (3.30) 28.4 (4.00) 16.9 (2.98) 19.2 (3.18) 8.8 (2.48)
Slovak Republic 9.5 (3.28) 21.6 (3.85) 6.4 (2.81) 5.4 (2.70) 2.2 (2.01)
Slovenia 11.4 (2.47) 46.3 (4.06) 12.8 (2.57) 9.3 (2.37) 4.9 (1.73)
Spain 22.2 (2.91) 40.6 (3.83) 27.4 (3.53) 23.1 (3.11) 20.3 (3.00)
Turkey 32.8 (5.28) 37.0 (4.37) 25.5 (5.74) 42.6 (5.83) 25.9 (3.49)

Source: OECD, TALIS Database.
StatLink SisP http://dx.doi.org/10.1787/607784618372
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CHAPTER 3 THE PROFESSIONAL DEVELOPMENT OF TEACHERS

© OECD 2009

Highlights

¢ In the participating countries, an average of 89% of teachers in lower secondary
education engaged in professional development. The 11% who did not are a
source of concern. Around one in four teachers did not participate in professional
development in Denmark, the Slovak Republic and Turkey.

On average in TALIS countries, teachers participated in professional development
for just under one day per month.

A significant proportion of teachers think that professional development does
not meet their needs: over half reported wanting more than they received during
the previous 18 months.

The aspect of their work for which teachers most frequently say they require
professional development is “Teaching special learning needs students’, followed
by “ICT teaching skills” and “Student discipline and behaviour”.

Teachers who paid the full cost of professional development took part in more
than those who received it free or at partial cost. This is partly because the more
time-intensive development activities were more likely to be paid for by teachers
themselves.

* Even when development is paid for by teachers, their demand is not satisfied:
those who paid towards the cost were more likely to say they wanted more.

* The main reason for unfulfilled demand (according to teachers) is the conflict
with their work schedule, but lack of suitable development opportunities is also
a significant factor.

* The types of development that teachers regard as the most effective have, on
average, lower rates of participation. However, those who do participate in
these activities also devote more time to them than those participating in other
activities, even though they are more likely to have to pay for them.

This suggests a need not just for better support for teachers to participate in
professional development, but for policy makers and school leaders to ensure that
the development opportunities available are effective and meet teachers’ needs.

Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3



49

90000

THE PrROFESSIONAL DEVELOPMENT OF TEACHERS CHAPTER 3 _

INTRODUCTION

In many countries, the role and functioning of schools are changing and so is what is expected of teachers.
Teachers are asked to teach in increasingly multicultural classrooms; to place greater emphasis on integrating
students with special learning needs in their classrooms; to make more effective use of information and
communication technologies for teaching; to engage more in planning within evaluative and accountability
frameworks; and to do more to involve parents in schools.

No matter how good pre-service training for teachers is, it cannot be expected to prepare teachers for all the
challenges they will face throughout their careers. Education systems therefore seek to provide teachers with
opportunities for in-service professional development in order to maintain a high standard of teaching and to
retain a high-quality teacher workforce. As OECD’s comparative review on teachers noted (OECD, 2005):

Effective professional development is on-going, includes training, practice and feedback, and provides
adequate time and follow-up support. Successful programmes involve teachers in learning activities that
are similar to ones they will use with their students, and encourage the development of teachers’ learning
communities. There is growing interest in developing schools as learning organisations, and in ways for
teachers to share their expertise and experience more systematically.

The development of teachers beyond their initial training can serve a number of objectives (OECD, 1998),
including:

e to update individuals’ knowledge of a subject in light of recent advances in the area;

¢ to update individuals’ skills, attitudes and approaches in light of the development of new teaching techniques
and objectives, new circumstances and new educational research;

e to enable individuals to apply changes made to curricula or other aspects of teaching practice;

¢ to enable schools to develop and apply new strategies concerning the curriculum and other aspects of
teaching practice;

e to exchange information and expertise among teachers and others, e.g. academics, industrialists; and

* to help weaker teachers become more effective.

To examine these issues, TALIS adopts a broad definition of professional development among teachers:

“Professional development is defined as activities that develop an individual’s skills, knowledge, expertise
and other characteristics as a teacher.”

The definition recognises that development can be provided in many ways, ranging from the formal to the
informal. It can be made available through external expertise in the form of courses, workshops or formal
qualification programmes, through collaboration between schools or teachers across schools (e.g. observational
visits to other schools or teacher networks) or within the schools in which teachers work. In this last case,
development can be provided through coaching/mentoring, collaborative planning and teaching, and the
sharing of good practices.

TALIS asked teachers about their professional development activities during the 18 months prior to the survey
(Box 3.1). This period of time was chosen in order to cover activities over almost two school years in order
to give a more representative picture and lessen possible distortions due to unusually busy or lean periods of
development and to ensure a manageable period for teachers’ recall.

Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3  [SXe]I&sIiil]
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o Box 3.1 Types of professional development

TALIS asked lower secondary teachers about the professional development they had participated in
during the 18 months prior to the survey. Teachers were first asked to indicate whether or not they had
participated in each of the following activities:

e courses/workshops (e.g. on subject matter or methods and/or other education-related topics);

* education conferences or seminars (at which teachers and/or researchers present their research results
and discuss education problems);

e qualification programme (e.g. a degree programme);
¢ observation visits to other schools;

e participation in a network of teachers formed specifically for the professional development of
teachers;

¢ individual or collaborative research on a topic of professional interest; and

* mentoring and/or peer observation and coaching, as part of a formal school arrangement.

Teachers were able to indicate participation in multiple activities.

TALIS then asked teachers how many days of professional development they had attended in the 18 months
prior to the survey and how many of these days were compulsory. Table 3.1 gives this information.

As TALIS was interested in professional development activities beyond the more structured types listed
above, teachers were also asked whether or not they had participated in the following less formal
professional development activities:

e reading professional literature (e.g. journals, evidence-based papers, thesis papers); and

 engaging in informal dialogue with peers on how to improve teaching.

Analysis of participation in these activities and their impact is included in Tables 3.2 and 3.8.

TALIS asked teachers about their professional development activities, their impact, the support they received
for undertaking them, the extent to which they wanted more than they had engaged in and the barriers they felt
had prevented them from doing so, and the areas of their work they found most in need of further development.
Therefore, almost all of the results in this chapter are based on teachers’ reports. The exception is the discussion
of induction and mentoring policies in schools, which reports school principals’ responses regarding the
existence of such policies in their schools.

In interpreting the results, it is important to bear in mind the self-reporting nature of the survey responses. For
example, teachers’ reports about the impact of their development activities represent their perceptions; they are
not part of an independent evaluation of the effectiveness of these activities. Nevertheless, teachers’ perceptions
are important and can be expected to influence their behaviour. Also teachers’ views about their development
needs are to be distinguished from an external assessment of these needs. Chapter 5 will examine the relation
between teachers’ reports of their development needs and the policies and practices that are in place to assess
and appraise teachers” work.
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Chapter outline

This chapter seeks to answer the following three questions:

¢ How much does the amount and profile of teachers’ professional development vary within and among
countries?

e How well are teachers’ professional development needs being met?

* How can unsatisfied demand for professional development be best addressed?

The chapter first examines teachers’ participation in professional development and compares the intensity
of that participation in terms of number of days. The focus in this section is on more structured activities,
such as attendance at courses and workshops, conferences and seminars, etc. More informal activities, such
as engagement in informal discussions to improve teaching and reading professional literature, which are
not readily measurable in terms of numbers of days, are excluded from these measures (See Box 3.1). The
section then looks at the extent to which intensity of participation in professional development differs with the
characteristics of the teacher or the schools in which they work and so provides some insight into the distribution
of development opportunities. It does not seek to be exhaustive; it focuses on the characteristics that are most
often of interest to policy makers. This section thus sheds light on how the policy choices countries make in
terms of providing professional development opportunities are reflected in a comparison of participation rates
and intensity rates.

The volume (or intensity) of professional development can be influenced by the types of development activities
that teachers engage in. The chapter therefore goes on to profile all types of activities listed in Box 3.1, contrasting
formal and less formal development activities, and shows how teachers combine different forms of professional
development.

In the light of these participation patterns, the chapter then investigates how well teachers’ professional
development needs are being met. It compares the extent of unsatisfied demand within and between countries
and identifies the areas of teachers’ work which teachers regard as those in which they have the greatest
development need. It concludes by considering how levels of unsatisfied demand relate to the professional
development which teachers have received.

Teachers’ views of what has helped or hindered their participation in professional development is then examined,
in the light of their reports of unsatisfied demand and areas of greatest need. It reveals cross-country variations
in the level and types of support received by teachers to participate in professional development and examines
the relation between the support received and the level of participation reported in the survey. School-level
policies and practices for induction and mentoring of new teachers are revealing of the extent to which they
differ among countries; this section looks at how these practices co-exist with other professional development
activities in schools.

Finally the chapter considers how unsatisfied demand and development needs might best be addressed. This first
involves an analysis of teachers’ reports of the factors that prevented them from engaging in more professional
development than they did and then proceeds to examine the types of professional development teachers
find most effective in meeting their needs. The final section discusses the policy implications arising from the
analyses.

Note that further analysis of the professional development data from TALIS is the subject of a separate thematic
report being published jointly with the European Commission.
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LEVEL AND INTENSITY OF PARTICIPATION IN PROFESSIONAL DEVELOPMENT

This section analyses the level and intensity of participation in professional development across the lower
secondary teacher population. Overall levels of participation are measured in terms of teacher participation
rates and intensity of participation in terms of the average number of teachers’ days of development during the

18-month period prior to the survey.

As noted above, levels of participation and intensity of participation reported in this section do not include
the less structured development activities (informal dialogue to improve teaching and reading professional
literature), as these are not readily measurable in terms of number of days of activity.

Participation rates

The first column of Table 3.1 shows country-level participation rates in professional development. On
average across the 23 participating countries, almost 89% of teachers reported engaging in some professional
development (defined as having taken part in at least one day of development in the previous 18 months) over
the survey period. This suggests that engagement in professional development is a feature of the lives of the
vast majority of teachers in the participating countries. Nevertheless, it is not trivial that some 11% of lower
secondary teachers did not take part in any structured development activities.

When participation rates are compared across countries, there are some notable differences. In Australia,
Austria, Lithuania and Slovenia, participation is virtually universal, with less than 5% of lower secondary
teachers having participated in no development activities. In Spain all teachers reported some participation.
This contrasts with the situation in Denmark, Iceland, the Slovak Republic and Turkey, where around one-
quarter reported no participation during the period. For these four countries, such relatively high rates of non-
participation must be a source of concern (Figure 3.1).

Percentage of teachers who undertook some professional development
in the previous 18 months (2007-08)
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Countries are ranked in descending order of percentage of teachers having had some professional development in the 18 months prior
to the survey.
Source: OECD, Table 3.1.

StatLink SisP http://dx.doi.org/10.1787/607807256201

(CNeJZesPIIL]  Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3



53

90000

THE PrROFESSIONAL DEVELOPMENT OF TEACHERS CHAPTER 3 _

Intensity of participation

While participation rates are generally high, intensity of participation may differ among teachers and across
countries. TALIS measures the intensity of participation in terms of the number of days of professional
development teachers reported having taken during the survey period.

On average among all lower secondary teachers in the participating countries, teachers had 15.3 days of
professional development in the 18 months prior to the survey — in other words, an average of just less than
one day per month. But countries differ significantly. The highest average numbers were reported by Mexico
(34.0 days), followed by Korea (30.0) and Bulgaria (27.2), and the lowest by Ireland (5.6 days), the Slovak
Republic (7.2), Malta (7.3), Belgium (Fl.) (8.0) and Slovenia (8.3). Internationally, therefore, there is a six-fold
difference between the highest and lowest intensity of participation (Table 3.1).

Are there trade-offs between participation and intensity?

A comparison of the level and intensity of participation can serve to indicate different policy choices that
school systems may make, e.g. to spread opportunities across all teachers or to concentrate them on a smaller
proportion of the teacher population.

As well as showing the average number of days of professional development for all lower secondary teachers,
Table 3.1 (third set of columns) shows the average number of days for teachers who had some professional
development during the survey period. Figure 3.2 compares the second measure with the proportion of teachers
who received some professional development in the previous 18 months, thus providing a contrast between the
level and the intensity of participation. From this, some interesting contrasts become apparent.

Comparison of the level and intensity of participation in professional development (2007-08)

3
Average days of professional development undertaken © Ps‘lef-"
AR
40 » x . ‘
@ Mexico
35— 4
Italy @ Bulgaria @ Korea
30 +— ¢ —r
@ Poland
25 +— SpainAP
Portugal
Brazil qe‘a%
20 +— L 4 L «P&‘?h""
15 Turkey‘ Hurgary 1
@ Iceland @ Estonia .
. Lithuania
Denmark * @ Malaysia L 4 ‘Austria
10 77— ‘slovak Republic Norway @ Belgium (Fl.) Australia — |
Slovenia
@ Ireland Malta
5 =— —
0 | |
70 75 80 85 90 95 100

Percentage of teachers undertaking professional development

Source: OECD, Table 3.1.

StatLink S http://dx.doi.org/10.1787/607807256201
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Nine out of 23 countries are in the lower right-hand quadrant, which represents a combination of high levels
of participation and low intensity (i.e. above average participation and below average number of days of
professional development). This may indicate a choice to spread development opportunities across a very large
proportion of teachers. The clearest examples are Australia, Austria and Slovenia, where virtually all lower
secondary teachers received some professional development but an average of only around 10 days.

In contrast, teachers in Italy reported participation rates somewhat below average at 85%, yet among those who
participated, the number of days was a relatively high average of 31. This may indicate a situation in which universal
participation is forgone in favour of generous provision for those who have the opportunity to participate.

There are exceptions, however. The four countries with the highest percentages of teachers who received
no professional development — Denmark, Iceland, the Slovak Republic and Turkey — are also those with
below average number of days of professional development. In these countries participation in professional
development is far from universal but also is of low intensity for those who participate.

At the opposite end of the spectrum, Mexico, Korea, Poland and Spain not only have high participation but also

high intensity of participation in professional development.

How much variation is there in the intensity of participation?

Examining the variation in the number of days of teachers’ professional development can provide an indication
of how professional development is distributed across teachers in each country.

Days of professional development taken — Interquartile range (2007-08)

@ Country mean

Days of professional development I Interquartile range
undertaken by teachers
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Countries are ranked in descending order of the median number of days of professional development taken.
The interquartile range is the range of days within which the middle 50% of teachers fall.

Source: OECD, Table 3.1d.

StatLink SisP http://dx.doi.org/10.1787/607807256201
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To assess the overall degree of variation within a country, the percentile distribution of the number of days
of teachers’ development is analysed. Figure 3.3 illustrates the interquartile range — the range within which
the middle 50% of professional development days taken by teachers lies, again measured across all teachers
(including those who did not take professional development in the previous 18 months). The longer the bar for
a country in Figure 3.3, the more variation there is in the number of days of development taken by teachers,
around the mid-point of the distribution. A shorter bar indicates the opposite. The chart ranks countries in
descending order of the median value for the number of days of professional development followed; the country
mean is included for comparison.

Korea is the country with by far the widest range, followed by Spain, and then Italy, Mexico and Poland. In contrast,
the range is much narrower (six days or less) in Australia, Belgium (Fl.), Ireland, Malta and Slovenia. The extent of
variation measured in this way is associated with the average number of days of development taken by teachers
in each country. Nevertheless, it is evident that, particularly in countries where teachers reported relatively large
amounts of professional development on average, participation among teachers is very unequal.

How does participation vary by teacher and school characteristics?

The analysis of the disparity in the take-up of professional development within countries can be more closely
focused by examining participation with respect to the characteristics of teachers and the schools in which
they work. The comparisons shown in Table 3.1a and 3.1b and discussed here are based on the average days
of professional development among teachers with some professional development in the survey period and so
are net of teachers who had no professional development during this period.

The teacher and school characteristics chosen for the comparisons are those which are generally of the most
policy interest to participating countries.

Gender differences

On average across participating countries, there is no statistically significant difference between male and
female teachers — 17.5 days of professional development on average for female teachers compared with
16.9 days for male teachers. The largest differences in favour of female teachers were in Mexico (around six
days more on average), followed by Poland and Korea (around four days more), though none of these differences
is statistically significant. However, male teachers led in a number of countries, the largest differences being
reported in Portugal and Italy (more than four days) and Turkey (less than three days). Again these differences
are not statistically significant (Table 3.1a).

Age differences

On average, the amount of professional development that teachers received decreased with the age of the teacher.
Averaged across all countries, teachers under 30 years of age received around 21days of professional development;
the number declined steadily to an average of around 14 days for teachers aged 50 years or more; these differences
between age groups are all statistically significant. This indicates that on average less experienced teachers receive
more days of professional development than more experienced teachers (Table 3.1a).

At the country level such significant differences are most pronounced in ltaly, Poland and Portugal, where
teachers less than 30 years of age participated in twice as many days of development as teachers aged 50
years and over. Again, country patterns vary. In some countries, lower secondary teachers remain active in
professional development throughout their career. In Bulgaria, for example, teachers in each age group took
partin well over 20 days of professional development during the previous 18 months. In fact, among those aged
50 years and over, the number was 27 days, the same number as for the youngest age group.
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Qualification level differences

On average across participating countries, teachers with a Master’s degree or higher qualification received
more days of professional development (some 20 days) than those with a Bachelor’s degree or less (17-18 days).
This pattern is apparent in almost all participating countries, the exceptions being Austria, Belgium (Fl.),
Hungary and the Slovak Republic, where teachers with a Master’s degree or higher received on average
the least number of days (though in the Slovak Republic virtually all teachers are qualified to Master’s
degree level) (Table 3.1a).

In a number of countries, the least qualified (i.e. those with qualifications below the level of a Bachelor’s
degree) received the least professional development. This would appear to be a worrying finding, as those
who arguably might benefit most from further professional development are getting the least. This may raise
questions of equity, particularly if such teachers are disproportionately employed in more challenging schools,
as previous research has shown (OECD, 2005).

This pattern is most pronounced in Mexico, where those with at least a Master’s degree received almost twice the
number of days of development as those with less than a Bachelor’s degree. Even so, the amount of professional
development received by the latter group, at 27 days, is still higher than the amount teachers received on
average in most other countries surveyed.

These findings present a notable parallel to results concerning the participation of adults in non-formal,
continuing education and training, which indicate that more highly educated adults in the general population
are more likely to participate in such training (OECD, 2005). This can be a consequence of issues concerning
demand for training as well as its supply on an equitable basis.

Differences between public and private schools

As defined here, private schools comprise both independent private and government-dependent private schools,
the latter being privately run but receiving most of their funding from public sources. On average in participating
countries, teachers in public schools had one day more professional development than their private school
counterparts, a difference that is not statistically significant. Except in Bulgaria, where the proportion of teachers
in the private sector is very small (Table 2.4), the largest difference in favour of public school teachers was in
Korea (nine days more). Though there were also sizeable differences in favour of private school teachers, none
of these is statistically significant (Table 3.1b).

Interestingly, in Italy, this pattern is affected by the fact that teachers in private schools may undertake professional
development in order to increase the possibility of obtaining a permanent position in public schools. This is
because such activities improve the score and ranking of teachers in the list of qualified staff on which the
appointment to public schools is based.

School location differences

On average, the amount of lower secondary teachers’ professional development is much the same, regardless
of whether the schools in which they teach are located in a village, town or city. Although countries vary in this
respect, there is no prevailing trend, and differences are generally not statistically significant. In no country, for
instance, does the amount of professional development consistently increase or decrease with the size of the
population in the school’s locality (Table 3.1b).

For example, in Brazil, teachers in village schools (fewer than 3 000 population) took part in slightly more
professional development activities than their counterparts in other types of communities (23 days compared
with 21 for all teachers who took professional development in Brazil), while the reverse was true in Bulgaria,
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Mexico and Poland. On the basis of this mixed evidence, the geographic locality of the school does not appear
to affect participation in professional development.

TYPES OF PROFESSIONAL DEVELOPMENT

Analysis of the types of development activities engaged in can be informative and may go some way towards
explaining differences in teachers’ average numbers of days of professional development participation. TALIS
asked teachers about various activities ranging from more organised and structured to more informal and self-
directed learning, all of which are listed in Table 3.2. Therefore, informal dialogue to improve teaching and reading
professional literature, which were excluded from the analysis in the previous section are included here.

The type of professional development most often mentioned was “Informal dialogue to improve teaching”,
with 93% of teachers on average reporting this activity during the survey period. Indeed, in all countries but
Hungary and Mexico, it was the development activity most frequently reported, with a participation rate of
more than 90% in most countries. For Hungary, “Reading professional literature” (88%) came first, and for
Mexico, attendance at “Courses and workshops” (94%) (Table 3.2 and Figure 3.4).

Participation rates by type of professional development activity (2007-08)

International averages
%

100

90

80

70

60

50

40

30

20

10

0
Informal Courses and Reading Education Professional Individualand  Mentoring ~ Observation  Qualification
dialogue workshops  professional  conferences development collaborative and peer visits to programmes

to improve literature  and seminars network research observation other schools

teaching

Activities are ranked in descending order of participation rates.
Source: OECD, Table 3.2.

StatLink iz http://dx.doi.org/10.1787/607807256201

After “Informal dialogue to improve teaching”, the most frequently reported activities were attending “Courses
and workshops” (81%) and “Reading professional literature” (78%). The least common types of professional
development were “Qualification programmes” (25%) and “Observation visits to other schools” (28%)
(Table 3.2). However, patterns vary widely, particularly for the more structured types of activities. For instance:

e Courses and workshops: Participation among teachers was most common in Austria (92%), Estonia (93%),
Lithuania (96%) and Mexico (94%) and much less common in Italy (66%), Turkey (62%) and particularly the
Slovak Republic (50%).
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* Education conferences and seminars: Over two-thirds of teachers participated in this activity in Lithuania
(68%), Slovenia (75%) and Turkey (68%), but participation was less than half these rates in Belgium (FI.)
(33%), Malaysia (32%) and Mexico (33%).

* Qualification programmes: Participation in these programmes was most common in Brazil (41%), Bulgaria
(50%) and Lithuania (44%) and least common in Australia (12%), Ireland (11%), Italy (11%) and Slovenia
(10%).

o Observation visits to other schools: Around two-thirds of teachers in Estonia (63%), Iceland (60%) and Korea
(67%) took part in such visits, whereas very few did so in Austria (10%), Denmark (10%), Ireland (8%) and
Slovenia (8%).

¢ Professional development network: Participation in development networks was most common in Australia
(60%) and Poland (61%) and particularly in Iceland (83%) and Slovenia (72%). In contrast, this was much less
a feature of teachers’ professional development in Bulgaria (20%), Italy (20%) and especially Portugal (15%).

¢ Individual and collaborative research: While more than half of teachers engaged in this activity in Brazil
(55%), Denmark (52%), Italy (57%) and Mexico (63%), it was much less common in Norway (12%) and the
Slovak Republic (12%).

* Mentoring and peer observation: Around two-thirds of teachers took part in such activities in Korea (69%),
Poland (67%) and the Slovak Republic (65%), but it was much less common in Austria (18%), Denmark
(18%), Ireland (18%), Malta (17%) and Portugal (15%).

In terms of the overall levels of participation in these activities, it is evident that in some countries participation
rates are consistently fairly high across most types of activities. For instance, in Lithuania and Poland participation
rates are higher than average for eight out of the nine development activities. These high rates result partly from
the fact that individual teachers in these countries took part in a broader combination of development activities
than in other countries; analysis of the database shows that in both countries, teachers undertook on average
between five and six different types of activities, more than in any other countries. This relatively high level
of participation across a broad range of activities may be the sign of a well-developed and active professional
development culture. The fact that the percentage of teachers wanting more development than they received is
below average in both of these countries (see next section) lends some support to this hypothesis.

On the other hand, participation was below average in Norway on eight out of the nine types of activities, the
exception being participation in “Informal dialogue to improve teaching”, for which the rate was above the TALIS
average. Again, this was partly influenced by the number of types of development activities typically followed by
Norwegian teachers. On average, teachers in Norway had only three or four different types of activities during the
survey period, the lowest number among countries in the survey, followed by Italy and Ireland.

Clearly the range and type of teachers’ professional development activities will influence the number of days
reported. Analysis of the TALIS database indicates that enrolment in “Qualification programmes” is likely to be
the most time-intensive activity, though “Individual and collaborative research” is also likely to require more
time than other activities. It is no surprise therefore that Bulgaria, the country with the highest proportion of
teachers engaged in qualification programmes (50%), is also one of the countries with the highest average
number of days of professional development reported (31 days). Conversely, in Australia, despite above-average
participation in most types of activities, the low rate of participation in qualification programmes is likely to be
part of the explanation for the low average number of days reported.

Mexico offers a clear illustration of the association between the types of development activities undertaken
by teachers and the resulting number of days of development. It has the highest average number of days
of professional development reported by teachers (37 days), and above-average participation in qualification
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programmes (34%) is combined with the highest participation of all countries in “Individual and collaborative
research” (63%). Both are relatively time-intensive activities.

In Italy, high levels and intensity of participation in “Individual and collaborative research” appear to drive the
high average number of days of development reported by teachers.

In other countries the picture is less clear. In Lithuania, for example, teachers report a below-average number
of days of professional development overall and yet, as noted above, they also reported not only higher than
average participation in almost all types of activities, but they also more frequently combined a larger number
of activities. In this case, a high percentage of teachers engage in a wide range of activities, but the intensity of
participation is not high.

UNSATISFIED DEMAND AND DEVELOPMENT NEEDS

The question of how well teachers’ development needs are being met is considered by means of two indicators:
the percentage of all teachers who reported that they wanted more professional development than they had
received during the survey period and the extent to which they reported development needs in specified areas
of their work.

Teachers were asked whether, during the survey period, they had wanted to participate in more professional
development than they did. Table 3.3 summarises responses to this question. On average across countries,
more than half of the teachers surveyed reported having wanted more professional development than they had
received. The extent of unsatisfied demand is sizeable in every country, ranging from 31% in Belgium (Fl.) to
over 80% in Brazil, Malaysia and Mexico (Figure 3.5).

Percentage of teachers who wanted more development than they received
in the previous 18 months (2007-08)
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Countries are ranked in descending order of percentage of teachers wanting more development than they received.
Source: OECD, Table 3.3.
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Table 3.3 also shows the extent of unsatisfied demand according to a range of teacher and school characteristics.
In almost all countries female teachers were more likely than male teachers to report wanting more development
than they received, though in most cases the differences are not large. There is a similarly consistent pattern for
teachers less than 40 years of age; in most countries they were more likely than older teachers to report a desire
for more participation.

There is no consistent cross-country pattern in terms of teachers’ qualifications. Although in several countries
(and particularly in Australia, Austria, Denmark, Malaysia, Spain and Turkey, where significant differences are
evident), more highly qualified teachers are more likely to have reported unsatisfied demand, most countries
show no definite pattern.

Similarly, a comparison of teachers in public and private schools does not reveal a consistent pattern. Considering
significant differences only, teachers in public schools in Korea, Lithuania and Portugal and Turkey are more
likely than their counterparts in private schools to report unsatisfied demand, whereas the reverse is true in
Austria and Malta.

What are the areas of greatest development need?

Teachers were asked to rate on a four-point scale, ranging from “Low level of need” to “High level of need”, their
development needs for various aspects of their work. Table 3.4 presents the percentage of teachers reporting a
high level of need in various aspects of their work.

Across the 23 participating countries, the aspect of teachers” work most frequently rated by teachers as an area
of high development need was “Teaching special learning needs students”. Almost one-third of teachers rated
their development need in this area as high (Figure 3.6).

Areas of greatest development need (2007-08)
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Given that the TALIS target population excludes teachers who only teach special learning needs students, this
is a noteworthy result. It indicates that classroom teachers in general recognise the importance of developing
their competence in this area, and this may be a reflection of two trends: first, the growing calls in some
school systems for greater integration of special learning needs students in mainstream schools and classrooms
(OECD, 2008) and second, the growing emphasis in education policy on equity as well as quality to ensure that
the learning needs of all students are provided for equally. An important message from the TALIS data is that
teachers do not feel fully prepared to cope with these challenges.

Sizeable proportions of teachers also reported having a high level of need for “Information and communication
technology (ICT) teaching skills” (25%) and “Student discipline and behaviour” (21%). The 2001 OECD survey
of upper secondary schools (rather than the lower secondary focus of TALIS) highlighted the lack of use of ICT
in classroom instruction but noted the substantial amount of professional development that had taken place in
this area (OECD, 2004). That school teachers identify such a high level of need in the use of ICT for instruction
almost 10 years later may be a reflection of the speed of technological change which teachers must keep pace
with. This may signal a continuing challenge for schools and teachers to keep up to speed in a fast-moving area
and to fully exploit technology for the benefit of teaching and learning. But it may also confirm studies which
indicate a lack of capacity building in terms of how best to use ICT in the classroom. The IEA SITES study (IEA,
2008), for instance, showed that attendance at ICT-related professional development was significantly and
positively correlated with the use of ICT.

In contrast, the aspect of teachers’” work which was, on average, the least frequently reported as a high development
need was “School management and administration” (10% of teachers) (Table 3.4). The interpretation of this finding
is not straightforward. It may indicate that teachers are already well prepared for their role in school management
and administration, or it may indicate the relatively low importance of this area for teachers” work.

However, patterns differ sharply across countries. It is striking, for instance, that in Malaysia the extent to
which teachers report high levels of development needs (Table 3.4) is, in a number of areas, much higher
than the average across countries. This is most evident in the case of “Content and performance standards”
(34 percentage points higher than the international average), “Subject field” (40 percentage points higher) and
“Instructional practices” (38 percentage points higher).

In Malaysia, not only did the vast majority of teachers want more professional development than they received
(83%, much higher than almost all other countries; see Table 3.3), but the strength of that need across almost
all areas of their work is much greater than in the other countries surveyed. Interestingly, the only area
for which teachers in Malaysia report a high level of need that is lower than the international average is
“Teaching special learning needs students”, the area which is rated most frequently by teachers overall as a
high level need across countries.

A similar though much less marked finding is evident for Lithuania and Italy. In Lithuania a higher than average
level of high need is reported by teachers for most aspects of their work, the exceptions being “Teaching special
learning needs students” and “Teaching in a multicultural setting”. However, the percentage of teachers who
wanted more professional development than they received (45%) was slightly below the average across all
countries. In ltaly the extent of high need is greater than average in all areas of teachers” work except “School
management and administration”. Among European countries, teachers in Italy report the highest level of need
for “Teaching in a multicultural setting”.

In Australia, the extent of high development need is below the international average in all eleven areas,
most notably in “Teaching special learning needs students” (16 percentage points below the international
average), “Student discipline and behaviour” (15 percentage points below) and “Instructional practices”

Creating Effective Teaching and Learning Environments: First Results from TALIS — ISBN 978-92-64-05605-3  [SXe]{&siil]



_ CHAPTER 3 THE PROFESSIONAL DEVELOPMENT OF TEACHERS

(13 percentage points below). No other country is below the international average on all eleven areas,
though four countries are below on all but one: Denmark (the exception being “Content and performance
standards”), Iceland (“Teaching in a multicultural setting”), the Slovak Republic (“Subject Field”) and Turkey
(“Teaching in a multicultural setting”).

Overall index of professional development need

An index of overall need was compiled by assigning a score to each teacher according to the level of need
reported for each of the aspects of his/her work: three points for a high level of need; two points for a moderate
level of need, one point for a low level of need and no points for cases where teachers noted no development
need at all. These were then aggregated and divided by the maximum possible score of 33 (3 times 11) and
multiplied by 100 to give an overall percentage of the maximum “need” for each teacher. The index shown in
the first column of Table 3.4 is the average of this score across all of a given country’s teachers. Thus, an index
score of 100 would indicate that teachers reported a high level of need in each of the eleven areas of their work.
The results shown in Figure 3.7 indicate that the greatest degree of need for development when aggregated
across these areas was reported by teachers in Malaysia, followed by Korea, Italy and Lithuania. The lowest level
of need measured by this index was reported by teachers in Hungary, Australia, Denmark and Turkey.

This index should, however, be interpreted with some caution given the consistently high and low reporting
of the strength of development need in some countries (discussed in the previous section). These trends may
genuinely reflect the level of unsatisfied demand in these countries, but it may also indicate some cultural bias.
In other words, teachers in certain countries may systematically tend to report more or less positively than those
in other countries. For this reason, a closer focus on differences within countries than between countries may
be more appropriate, and patterns of high levels of need between topic areas within a country can be compared
to identify the relative priorities for each country.

Figure 3.7
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As noted, there is a high level of need for “Teaching special learning needs students” compared to other aspects

of teachers’” work in all countries except Korea, Lithuania and Malaysia. It is particularly pronounced in Brazil
and Portugal and is also relatively high in Hungary, Ireland, Malta, Mexico and Spain. The need to develop ICT
teaching skills is relatively high in all countries except Korea and is particularly pronounced in Ireland, Norway

and Spain.

For other aspects of teachers’ work, the following development needs also are relatively high within the countries
specified (Table 3.4):

¢ Content and performance standards: Bulgaria, Denmark, Malaysia and Lithuania.

¢ Student assessment practices: Belgium (Fl.), Lithuania and Norway.

¢ Subject field: Belgium (Fl.), Italy, Korea, Lithuania and Malaysia.

¢ Instructional practices: Italy, Korea, Lithuania and Malaysia.

¢ Student discipline and behaviour problems: Austria, Hungary, Iceland, the Slovak Republic and Slovenia;

¢ Teaching in a multicultural setting: Ireland, Italy, Spain and Turkey.

e Student counselling: Ireland, Korea, Mexico and Poland.

On average at the country level, there is a weak positive relation between the average number of professional
development days engaged in and the percentage of teachers reporting that they wanted more than they had
received (Figure 3.8).

Percentage of teachers wanting more
development than they received
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Although the relation is not very strong, it is interesting that such a pattern exists, though it is important to
examine this relation at the country level, and here some divergent trends can be found.

Some countries follow this pattern fairly closely. For instance, in Mexico lower secondary teachers had the
highest average number of days of professional development of all participating countries and also the highest
percentage of teachers reporting that this did not satisfy their demand. Furthermore, some of the countries with
the lowest average number of professional development days — most notably Belgium (Fl.) and Slovenia — also
have percentages of teachers wanting more than they had received that is well below average (Table 3.3,
column 1). This may indicate that the development received matched teachers’ needs and satisfied their demand
fairly well or they may be less motivated, for whatever reason, to engage in further professional development.
Analysis in the remainder of the chapter will throw further light on this issue.

However, other countries do not show this pattern. In Australia and the Slovak Republic, for example, the
teachers who were most likely to want more development were those who had received none during the survey
period.

SUPPORT RECEIVED BY TEACHERS FOR PROFESSIONAL DEVELOPMENT

The level and intensity of participation in professional development activities are in part a function of the
types of support that teachers receive to undertake them. Support can take many forms, and TALIS asked about
possibilities ranging from compulsory development opportunities to formal induction and mentoring support
for new teachers.

The following sections examine the different types of support and the relations between the support received
and the level and intensity of participation reported.

Compulsory professional development

Teachers’ professional development may be, or may not be, compulsory. Some professional development
may be deemed compulsory because the skills and knowledge the development activities aim to enhance are
considered important for teacher quality. In some cases participation in such activities may even be required
for teacher certification. It can also be important for teachers to exercise their own professional judgement
by identifying and taking part in development activities which they feel are most beneficial to them. A high
degree of compulsory professional development may be indicative of a more highly managed professional
development system with less discretion for teachers to choose the development they feel they need.

On average among the participating countries, some 51% of teachers’ professional development was compulsory
(Table 3.1). The proportion ranged from about one-third or less in Austria, Belgium (Fl.), Denmark and Portugal
to 78% in Malta and as high as 88% in Malaysia. The countries with the highest number of compulsory days
on average were Mexico, Bulgaria, Spain, Italy and Korea and those with the lowest were Austria, Belgium (Fl.)
and Ireland.

The question arises as to whether the amount of teachers’ professional development depends on the proportion
that is compulsory. At the country level, there does not appear to be a clear relation between the average number
of days of professional development and the percentage which was compulsory. For instance, Mexico had the
highest average number of days of professional development, a figure undoubtedly influenced by the fact that
two-thirds of these days were compulsory. In contrast, in Bulgaria, Italy, Korea and Poland, with the next highest
average numbers of days of professional development, less than half were compulsory. And in Malaysia, the
country with the highest percentage of compulsory days, the average number of days of professional development
(among teachers who took personal development) was below average at around 12 days.
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Financial support

In addition to formal entitlement to professional development or provision of mandatory programmes, support
for professional development can take a variety of forms. TALIS distinguished between financial support — direct
payment of the costs of the development activities or salary supplements for undertaking development — and
support in the form of time scheduled to allow for development activities.

On average in participating countries, around one-quarter of teachers who engaged in some professional
development had to pay some of the cost themselves, and a further 8% had to pay all of the cost. There are
certain differences among countries (Table 3.5).

The TALIS survey responses indicate that in no country is all professional development completely free for all
teachers. The countries with the highest percentage of teachers who paid nothing for their participation are Belgium
(FL.), Malta, Slovenia and Turkey, where more than 80% of teachers reported having paid nothing towards the cost
of their professional development activities. In contrast, less than half of the teachers in Austria, Malaysia, Mexico
and Poland received free professional development, and only around one-quarter in Korea, the lowest proportion
of all participating countries. The percentage paying the full cost was highest in Portugal (25%), followed by
Mexico (19%), Brazil (18%) and Italy (18%).

Types of support received for professional development (2007-08)
Percentage of teachers who received support
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Countries are ranked in descending order of percentage of teachers having paid none of the cost of professional development.
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Salary supplements

Salary supplements are a less common means of support for professional development, with only 11% of
teachers on average receiving them for activities they had taken part in during the survey period. This was a
relatively common means of support in Malta, where almost half of teachers received such supplements. It
was also a significant means of support in Slovenia (30%) and the Slovak Republic (28%). It is notable that
in addition to salary supplements, both Malta and Slovenia have the highest percentage of teachers who paid
nothing towards the cost of their professional development, a sign of relatively generous financial support for
professional development (Table 3.5).

Scheduled time

Almost two-thirds of teachers received scheduled time to take part in development activities, but the percentage
varied substantially between less than 30% in Korea (24%), Portugal (25%) and Spain (30%) to well over 80%
in Australia, Austria and Malaysia and over 90% in Ireland (Table 3.5).

Figure 3.9 combines the three forms of support. Relatively high levels of support for all three are reported in Malta,
followed by Slovenia, an indication of these countries” extensive and varied support for professional development.
In contrast, the levels of support in Poland, Portugal and Spain are below average on all three measures.

What is the relation between support received and levels of participation?

Financial support

The relation between financial support for participation in professional development and levels of participation
is not a straightforward one. On the one hand, one might expect higher participation in countries with a high
level of financial support for participation. On the other hand, the extent to which financial support is provided
for undertaking professional development can be a function of the volume of professional development in the
system. On the premise that budgets are limited, it will be easier to pay the full cost of professional development
if uptake is low than if it is high. Another model of provision might require teachers to contribute to the cost of
the activity but then reward the higher qualifications acquired in their remuneration.

Analysis of the TALIS data reveals a negative relation between the amount of professional development and the
extent to which teachers had to pay towards the cost. In other words, the countries in which teachers reported
that they had to pay some or all of the costs of their professional development are also typically those in which
teachers reported participating in the highest average number of days of development.

To understand the relation better, the average number of days of teachers’ professional development can be
broken down according to those who paid all, some or none of the costs of the development. On average,
teachers who paid nothing towards the cost of their professional development had 13 days of professional
development, while those who paid some of the cost had 23 days and those who paid all of the cost had
32 days. This general pattern fits almost every country (Figure 3.10).

Although at first glance counter-intuitive, this result fits the hypothesis that a limited budget will only fully cover
the cost of professional development when the volume of professional development is relatively low. In other
words, when the average number of days is small, it is more likely that the school or the education authorities
will meet the full cost. The negative relation between the volume of professional development and the extent to
which teachers have to pay also suggests that, in most countries, the provision of free professional development
does not satisfy demand and teachers choose to supplement it by paying for additional development. Thus, the
general trend is that higher intensity of participation in professional development goes hand in hand with a
higher proportion of teachers having to pay something towards the cost.
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Figure 3.10

Average days of development taken by teachers according to personal payment level (2007-08)
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Countries are ranked in descending order of percentage of teachers having paid all of the cost of development they took.
Source: OECD, Table 3.5a, available on line.

StatLink =P http://dx.doi.org/10.1787/607807256201

Some countries deviate from this picture. Bulgaria and Italy have relatively high percentages of teachers
receiving free professional development (73% and 69%, respectively), with an average number of days
in both countries that is well above average (31 days among teachers with some development). In these
countries, teachers appear to have high levels of participation in professional development at relatively
little cost to themselves. Conversely, in Austria and Malaysia, fewer than 50% of teachers received free
professional development, and the average number of days was also low. This would suggest that, in these
countries, factors other than budget influence the relatively low intensity of participation in professional
development.

Part of the explanation for the relation between the extent of personal payment and the intensity of participation
is the fact that development activities that are more time-intensive (qualification programmes and research
activities) are also those for which, according to the TALIS survey responses, teachers are more likely to have
to pay some or all of the costs (Figure 3.11). Among teachers enrolled in a qualification programme (as a single
activity or in combination with other activities), more than half paid some or all of the costs, significantly more
than for any of the other activities.

Thus, the strength of the relation between the average days of development received and the degree of personal
payment is greatest in Bulgaria (Figure 3.10) where participation in qualification programmes is greatest
(Table 3.2).
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Figure 3.11

Level of personal payment by type of development activity! (2007-08)
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The extent to which teachers who paid for their development did so entirely by choice is not clear from the
TALIS data. It may be, for instance, that the cost and time commitment typically required for these activities
will provide more of a barrier for some teachers than others, and this may raise some equity concerns. On
the other hand, if participation in such programmes can lead to rewards for teachers, perhaps through career
advancement or future pay enhancement, this may be less of a concern.

What is the relation between paying for professional development and the extent of unsatisfied demand for
development? It might be supposed that if teachers pay for their development, this may help satisfy their demand
for development. Analysis of the TALIS database indicates that teachers who paid some or all of the cost of the
development they received are more likely to report unfulfilled demand: some 60% of those who paid the full
cost said that they had wanted more. The equivalent figure for those who had paid nothing for the development
they received was 53% (Table 3.5a available on line). At the country level, only in Norway are teachers who
paid nothing towards the development they received more likely to have wanted more than those who had to
pay something.

In summary then, those who paid the full cost of their professional development devoted more days to those
activities than teachers who either paid some or none of the cost. This is partly indicative of the fact that,
according to teachers, more time-intensive professional development activities were less likely to have been
provided at no cost. But it also seems to indicate a significant desire among some teachers to take on development
activities which are costly financially and in terms of time. In some cases, this can be seen as an investment
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towards future career progression. Moreover, paying something towards the cost of the development they had
received did not satisfy their demand, and these teachers — more than those who received free professional
development — had a greater desire for more.

Scheduled time

In terms of the relation between the uptake of professional development and the provision of scheduled time
for teachers to undertake development activities, a similar picture emerges. Again, there is no discernable
relation at the country level between participation rates and the provision of scheduled time for development
but, as Figure 3.12 shows, there is a negative correlation between the extent to which teachers received
scheduled time for professional development and the amount of development they undertook during the
survey period.

As in the case of personal payment for professional development, the negative relation between support and
participation is, at first glance, counter-intuitive, but again the explanation may be resource-related, i.e. a
high percentage of teachers receiving scheduled time for professional development is only manageable if the
number of days is relatively small. Mexico is an exception, with an above-average percentage of teachers
receiving time for development and a high level of professional development. The explanation probably lies
in part in the fact that a relatively high percentage of this professional development was compulsory (66%
of the days taken).

Figure 3.12

Percentage of teachers receiving scheduled time compared to average days
of development undertaken (2007-08)
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And, as for the relation between personal payment and average days of development, part of the reason that
teachers who did not receive scheduled time participated in more days of development on average is that the
types of activity more likely to be taken in these situations are relatively time-intensive, namely enrolment
in qualification programmes and engaging in research activities. The planned thematic report on teachers’
professional development will explore these issues in more detail by attempting to model the determinants of
participation in professional development.

Induction and mentoring

Another important type of support for teachers’ development takes the form of schools’ policies and practices
to support teachers who are either new to the profession or new to the school. As noted in the OECD’s review
of teacher policy (OECD, 2005), the main challenges facing beginning teachers are remarkably similar across
countries, such as motivating students to learn, classroom management, and assessing student work. Induction
and mentoring programmes may help new teachers cope with these challenges and combat early dropout from
the profession.

TALIS sought to learn the extent to which formal policies and practices for induction and for mentoring of new
teachers exist in the lower secondary schools in which teachers work. This information was gathered from
school principals rather than teachers and permits an examination of the broader development activities in
schools where such polices do or do not exist.

On average across the participating countries, some 29% of teachers are in schools where school principals
report no formal induction process for teachers new to the school (Table 3.6). A further 27% of lower secondary
teachers are in schools where formal induction exists but only for teachers who are new to the profession. Thus,
fewer than half of the teachers are in schools with a formal induction process for all teachers new to the school.
However, there is enormous variation among countries.

For teachers in Australia and Belgium (Fl.), formal induction is virtually universal for all new teachers to the
school. In the Slovak Republic very few teachers are in schools without an induction policy, although it may
only be for teachers new to the profession. Also, in Ireland, Poland and Slovenia only a small minority of
teachers (less than 10%) are in schools which lack any formal induction process, though in Slovenia and Poland
it is predominantly for teachers new to the profession. Formal induction for new teachers is also relatively
common in Bulgaria, Estonia, Hungary, Korea and Malaysia (Table 3.6 and Figure 3.13).

The situation in these countries contrasts sharply to that in Brazil, where almost three-quarters of teachers are in
schools with no induction process, and in Lithuania, Malta, Mexico and Spain, where the figure exceeds 60%.

A similar picture emerges for mentoring practices. On average across countries, one-quarter of teachers are
in schools whose principals report that there is no formal mentoring programme or policy. A further 38% are
in schools where mentoring is provided only for teachers new to the profession and some 37% are in schools
where all teachers new to the school — whether new to teaching or not — receive organised mentoring.

As for induction, policies for mentoring new teachers vary significantly across countries. The pattern is similar
for the two policies. Thus, mentoring practices are extremely common in Australia, Belgium (Fl.), Poland and the
Slovak Republic, although in Poland and the Slovak Republic mentoring is more for teachers new to the profession
than for all teachers new to the school (Table 3.6). Moreover, as for induction, mentoring is relatively rare in Brazil,
Malta, Mexico and Spain, where fewer than 40% of teachers are in schools with formal mentoring practices.

However, mentoring and induction practices do not always go hand in hand. For example, in Lithuania, formal
induction of new teachers is relatively rare, but only 20% of teachers are in schools which do not provide
mentoring.
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Percentage of teachers in schools with no formal induction or mentoring programmes (2007-08)
Based on principals’ reports
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Countries are ranked in descending order of percentage of teachers in schools that do not have a formal induction programme.
Source: OECD, Table 3.6.
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Across the participating countries, there is not a strong relation between induction and mentoring policies in
schools and the amount of teachers’ professional development. In around half of the countries, teachers were
likely to have had more professional development if there was a formal induction process in place, and the
same is true for mentoring. This positive relation is most prominent in Korea and Mexico, where teachers in
schools which had a formal induction process received on average four more days of professional development
during the survey period than teachers in schools without such formal programmes. The opposite was true in
Bulgaria and Italy, where teachers in schools without formal induction programmes received two or three days
more professional development than their counterparts in schools with such programmes (Table 3.6a available
on line). It may be that when formal induction policies do not exist in schools, the corresponding support and
development may be replaced by other means of development.

These analyses raise questions about how school leadership can support teacher development activities in
schools. Chapter 5 will consider this issue in the context of practices to appraise the work of teachers, and
Chapter 6 will examine the association between school leadership styles and the professional development
activities of teachers.

The relation between unsatisfied demand for professional development and the presence or absence of formal
induction or mentoring programmes in schools is similarly mixed (Table 3.6b available on line). On average
across the participating countries, the percentage of teachers reporting unsatisfied demand is higher in schools
that have formal induction programmes than in those that do not, but in countries such as Slovenia the opposite
is true. For schools with and without mentoring programmes, there is on average across the countries surveyed
very little difference in the extent of unsatisfied demand. Again there is no consistent pattern among countries.
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Part of the reason may be that TALIS only captures whether mentoring programmes exist or not and therefore
cannot distinguish between different levels of intensity in the participation in mentoring programmes.

BARRIERS THAT PREVENT MEETING DEMAND

To understand better the take-up of professional development and provide insight into potential policy levers,
TALIS asked teachers who had wanted to do more professional development to indicate the reasons that best
explain what had prevented them from participating in more professional development. They were entitled to
select as many of the options as were appropriate (Figure 3.14).

Across the participating countries, the most commonly cited reasons were “Conflict with work schedule” (47%
of teachers) and “No suitable professional development” (42%). In fact, in all but four countries, one or the other
of these two factors was the most frequently cited barrier to take-up of additional professional development.
The exceptions were Hungary, Mexico and Poland, where the cost of professional development was the reason
most often cited (47, 49 and 51%, respectively) and Malta, where “Family responsibilities” was the most cited
reason (45%) (Table 3.7).

Figure 3.14

Reasons for not taking more professional development (2007-08)
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Reasons are ranked in descending order of frequency with which the barrier was reported by teachers.
Source: OECD, Table 3.7.
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No suitable development

Not surprisingly, there is a significant negative correlation between the extent to which teachers reported a lack
of suitable professional development and the amount of professional development they actually had. In every
country, teachers who reported a lack of suitable development on offer as the reason for not engaging in more
development actually participated on average in a smaller number of days of development during the survey
period than teachers who did not report this as a barrier. This is good evidence of the association between the
perceived lack of suitable development on offer and the amount of development teachers embark on.
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The lack of suitable professional development seems to be most acute in Austria. Here almost two-thirds of
teachers reported this as a reason for not participating in more professional development than they did, as did
more than 50% of teachers in Estonia, Lithuania and the Slovak Republic. In these four countries, the amount
of teachers’ professional development is below the international average.

Conflict with work schedule

It is notable that the countries where “Conflict with work schedule” was most frequently reported as a barrier —
Korea (73% of teachers) and Portugal (65%) — are also those in which teachers were least likely to have received
scheduled time for professional development. However, across all countries there is no distinct relation between
these two variables. For instance, some 62% of teachers in Australia reported “Conflict with work schedule” as
a barrier to participating in more development, the third highest after Korea and Portugal, yet 86% reported that
they received scheduled time for professional development (Tables 3.5 and 3.7). This would tend to indicate
that the scheduled time was either insufficient or not well aligned with the types of professional development
that teachers wanted or perhaps that it was provided for mandatory professional development only. The conflict
with the teacher’s work schedule was seen as less of a problem in Bulgaria and Denmark, although around one-
quarter of teachers still reported this as a barrier.

In virtually all countries, teachers who reported “Conflict with work schedule” as a reason for not engaging
in more professional development actually took more days on average than those who did not cite this as a
barrier. As noted earlier, this is in part a consequence of the types of development activities undertaken by these
teachers. Analysis of the TALIS database shows that those reporting schedule conflict as a barrier are more likely
to have engaged in qualification programmes and research activities than those who did not.

Too expensive

Compared with the allocation of scheduled time, there is a slightly stronger relation between the extent to which
teachers reported cost as a barrier to taking more professional development and the financial support that they
received. In other words countries in which a relatively high percentage of teachers had to pay the full cost of
their professional development were more likely to report cost as a barrier to taking more. This is most notable in
Brazil and Mexico, as some 50% of teachers reported cost as a reason for not taking part in more development
than they did; both countries also reported relatively high percentages (18% and 19% respectively) of teachers
having to pay the full cost of these activities. Poland has one of the highest proportions of teachers who had to
pay something towards the cost of development, and around 50% reported cost as a barrier to taking part in more
(Tables 3.5 and 3.7).

In contrast, cost was less frequently reported as a barrier in Belgium (F1.) (12%), Ireland (12%) and Turkey (12%),
three countries in which relatively few teachers had to pay the cost of their professional development.

It is interesting that teachers who reported expense as a barrier actually had more days of professional
development on average than those who did not report this as a barrier. The reason, as noted earlier, is probably
that the activities that teachers were more likely to have paid for are also likely to be more time-intensive,
particularly enrolment in qualification programmes.

So, in addition to the finding that teachers who had to pay for their development had more unsatisfied demand
than those who did not, the preceding analysis shows that for these teachers more than others, cost is a barrier
to satisfaction of that demand.

Other barriers
On average across participating countries, “Lack of employer support” was relatively rarely cited as a barrier.
However, in Denmark more than one-third of teachers reported this as a factor preventing further professional
development. In contrast, only a small minority of teachers in Bulgaria (3%), Italy (6%) and Spain (6%) see this as
a barrier (Table 3.7).
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The lack of prerequisites to undertake the desired development was reported as a significant problem only in
Malaysia (over one-quarter of teachers), followed by more than 15% in Mexico and Turkey (Table 3.7).

IMPACT OF PROFESSIONAL DEVELOPMENT

Having assessed the level of unsatisfied demand for professional development among lower secondary teachers
and the areas of their work for which they have greatest development need, the level and intensity of participation
in professional development activities and the support on offer to teachers and the perceived barriers against
taking more development, this chapter now turns to the question of the types of professional development
activities that are most effective in providing the professional development teachers need.

TALIS asked teachers to report the impact of their development activities on their development as a teacher.
Since TALIS reports teachers’ perceptions, these reports of perceived impact should be treated with some caution
as indicators of the effectiveness of these activities. Nevertheless, if teachers feel that a development activity
has had limited impact, this is likely to colour their decisions, and perhaps those of their colleagues, regarding
future participation in that activity.

Table 3.8 shows the percentage of teachers who reported a moderate or high impact for the types of development
they had undertaken during the survey period. It is striking how positively teachers view the impact of these
development activities and how consistent this is across all types of development activities. On average across
participating countries, teachers reported that the most effective forms of development were “Individual and
collaborative research”, “Informal dialogue to improve teaching” and “Qualification programmes”, all with close
to 90% of teachers reporting a moderate or large impact on their development as a teacher. The development
activities that were reported to be relatively less effective were attendance at “Education conferences and
seminars” and taking part in “Observation visits to other schools”, though even for these activities around 75%
of teachers reported a moderate or high impact.

In general, there is little variation in this pattern across countries with the exception of teachers in Belgium (Fl.),
who take a far less positive view of the impact of their development activities. On average, the percentage
of teachers who reported a moderate or large impact was around 20-30 percentage points lower than the
international average for most activities. This is in the context of teacher reports indicating relatively low
participation in professional development activities, relatively low demand for more professional development,
and relatively low financial or work-related barriers to further participation (Tables 3.1 and 3.3). A possible
interpretation of the combination of low participation and low demand may be a perceived lack of impact
of professional development activities. This need not necessarily raise a concern about the quality of the
development on offer but could indicate a teacher workforce whose preparation for teaching is well served
through initial teacher training.

Teachers in Australia, Austria and Brazil also view the impact of most types of development less positively than
in other countries. In Australia this is most notably the case for “Reading professional literature” (where high
or moderate impact was reported by 66% of teachers, 16 percentage points below the international average).
For Austria, the reported impact of attendance at “Educational conferences and seminars” was relatively
low (18 percentage points below the international average) and in Brazil the impact of “Mentoring and peer
observation” activities was 12 percentage points below the international average (Table 3.8).

In contrast, teachers in Denmark, Hungary, Lithuania and Poland rank the impact of the development they had
undertaken across all types of development above the international average. Malaysia is more positive than the
international average on all aspects except “Individual and collaborative research”, where the percentage of
teachers reporting moderate or high impact was around the international average.
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Education conferences and seminars, although seen as one of the less effective types of activities on average
across countries, are considered particularly effective by teachers in Malaysia. Teachers in Lithuania found
observational visits to other schools particularly effective, and teachers in Hungary reported a particularly
strong impact of mentoring and peer observation (Table 3.8).

How does perceived impact relate to participation?

Given these varying patterns of impact, it is informative to compare impact and participation across the
different types of activities. On average across the participating countries, the most obvious contrast between
participation and impact is for “Qualification programmes”, which ranked second highest in the percentage
(87%) of teachers who reported moderate or high impact resulting from their participation, yet the participation
rate (25%) was the lowest of all development activities (Figure 3.15).

There is also a notable contrast between participation and impact for “Individual and collaborative research”,
where impact ranked highest of the nine activities but only sixth in terms of participation.

It is not possible to learn from the TALIS data why these differences occur. However, it can be noted that both
qualification programmes and research are relatively time-intensive and, as noted earlier, they are also activities
which teachers were more likely to have had to pay for. It may not be possible for education systems to allow
very high proportions of its teachers to spend a large part of their time on these activities and to finance them as
well. The cost and time commitments are likely to present barriers for some teachers as well.

Figure 3.15

Comparison of impact and participation by types of development activity (2007-08)
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Yet it is striking that the two types of activities that teachers report as having the highest impact on their
development are those that they are most likely to have to pay for and commit significant time to. In other
words, it is through teachers’ own investment that, on average, they engage in the activities they have found to
be among the most effective for their development. Even allowing for the fact that teachers are likely to choose
to participate in and pay for activities which they expect to be effective, this is an important finding.

In contrast, courses and workshops and, to a lesser degree, education conferences and seminars have relatively
high rates of participation when compared with their reported impact on teachers’ development. In these cases,
while these activities may not generally require a large time commitment, the justification for high levels of
participation might be questioned in view of the relatively lower impact that teachers report.

The pattern of participation in different development activities seems to be more closely aligned with the impact
reported by teachers in some countries than in others. A broad indication of this alignment can be obtained
by calculating the correlation between rankings of participation by activity and rankings of impact by activity.
The correlation is strongest in Lithuania (0.57 Spearman Rank correlation coefficient), followed by Mexico and
the Slovak Republic (both 0.43). Arguably in these cases, participation is fairly well aligned with the benefits to
be obtained from various categories of professional development. In contrast, there is a fairly strong negative
correlation between participation and impact in Estonia (-0.37) and weak negative correlations in Hungary,
Iceland, Ireland and Korea (around -0.1). In Estonia, a major contributor to this result is that the activities
for which teachers were most positive about the impact — “Qualification programmes” and “Individual and
collaborative research” — were the two activities with the lowest participation for teachers.

CONCLUSIONS AND IMPLICATIONS FOR POLICY AND PRACTICE

This chapter has reviewed current patterns of participation in professional development activities by lower
secondary education teachers. It has examined the extent to which teachers’ demand for professional
development is being met and how this varies according to the various types of support teachers have received
and what they have perceived as hindrances to engaging in more than they did. Finally, it has analysed the types
of activities that teachers reported as having had the greatest impact on their development as teachers.

The chapter set out to answer three questions about the amount of teachers’ of professional development, the
extent to which it meets their needs, and how it could be improved. This now provides the framework for a
reiteration of key results and a discussion of what can be learned. Some of these issues will be examined in
greater depth in the separate thematic report on teachers’ professional development.

How much does the amount and profile of teachers’ professional development vary
within and among countries?

This chapter first examined the patterns of participation in professional development reported by teachers.

Key results

e The level and intensity of participation in professional development varies considerably among countries.
Nearly nine in ten teachers take part in some sort of activity, but since the definition of professional development
is broadly drawn, the fact that in some countries up to one in four teachers receive none is a source of concern.
Moreover, intensity varies across countries more than participation, with Korea and Mexico seeing teachers
participating on average for over 30 days in 18 months, twice the average rate (Table 3.1).

e Within-country variation in the intensity of professional development can be high and is greatest in Italy,
Korea, Mexico, Poland and Spain. Older teachers tend to receive less than the average, though the pattern
by gender is more mixed (Tables 3.1d and 3.1a).
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e The types of development undertaken by teachers explain some of these variations. Countries in which
a high percentage of teachers take part in “Qualification programmes” or “Individual and collaborative
research” tend to have a higher average number of days of development. However, only a small minority of
teachers participate in these activities. On the other hand, virtually all teachers engage in “Informal dialogue
to improve teaching” (not counted in the main measure of professional development), and the great majority
attend some form of “Course and workshops” (Tables 3.1 and 3.2).

Discussion

The high average participation in development activities among lower secondary teachers is unquestionably a
positive message from the TALIS results. Nevertheless, the fact that, among participating countries, an average
of some 11% of teachers did not take part in any of the more structured forms of professional development in
the 18 months prior to the survey may be a concern (Table 3.1).

On the other hand, even if not all teachers engage in more organised types of activities, it is reassuring that
virtually all engage in informal dialogue with others to improve their teaching and that the vast majority read
professional literature. However, some of the more collaborative forms of development are more evident in
some countries than in others.

How well are teachers’ professional development needs being met?

Analysis of the TALIS data reveals that despite high levels of participation in development activities, the
professional development needs of a significant proportion of teachers are not being met.

Key results

e More than half of the teachers surveyed reported that they wanted more professional development than they
received during the 18-month survey period. The extent of unsatisfied demand is sizeable in every country,
ranging from 31% in Belgium (Fl.) to over 80% in Brazil, Malaysia and Mexico (Table 3.3).

e Across countries, teachers who were more likely to report unsatisfied demand were in public schools,
females and under 40 years of age (Table 3.3).

* Across countries, the aspects of teachers’ work with greatest development need are: “Teaching special learning
needs students”, followed by “ICT teaching skills” and “Student discipline and behaviour” (Table 3.4).

Discussion

A certain level of unsatisfied demand might be expected; it is natural that a certain proportion of teachers will
at some time not feel fully equipped to carry out their work effectively. Nonetheless, the extent of unsatisfied
demand appears large, and in some countries the great majority of teachers state that they need more professional
development than they receive.

The extent to which this undermines the effectiveness of the teacher workforce in the participating countries
cannot be measured by TALIS, but it is difficult to imagine that such deficits are not to some extent detrimental
to effective teaching and learning.

The information from TALIS gives policy makers clear pointers to the main deficits in each country. In terms
of the topics for which development needs are greatest, it is striking how consistently countries reported a
high level of need for development in the area of teaching students with special learning needs. This indicates
a clear recognition on the part of teachers that they do not feel properly equipped to deal with increasingly
heterogenous groups and to address the learning needs of the weaker as well as the stronger students.
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An individual teacher’s amount of development is predictably correlated with the type of activity they have
taken part in: teachers engaged in qualification programmes and research activities have to devote more time
to these activities than those who attend conferences or workshops. An important discovery from TALIS is that
unsatisfied demand exists no matter what activities teachers have engaged in.

How best should unsatisfied demand for professional development be addressed?

The chapter examined the support mechanisms that are in place for teachers and also the barriers which teachers
reported as preventing them from engaging in more professional development than they did. The analysis also
reveals how these relate to teachers’ participation and their desire for more professional development.

Key results

e The more teachers paid for development, the more they took part in. That is, teachers who paid nothing
received 13 days on average, those who paid some of the cost received 23 days, and those who paid all
of the cost received 32 days. This seems partly associated with the nature of programmes: those leading
to a qualification were both more time-consuming and more likely to be paid for by teachers (Table 3.5a,
available on line).

e Payment and satisfaction did not go hand in hand: on the contrary, those who paid for professional
development were more likely to want more (Table 3.5a, available on line).

e The principal cause of unfulfilled demand, according to teachers, is the conflict with their work schedule,
but they also often cite lack of suitable development opportunities. Those who participated in the least
development were most likely to cite the latter cause (Table 3.7).

e The most effective types of development, according to teachers, are those in which they participate least
— especially programmes leading to qualifications, and to a lesser degree, research activities. The most
effective types of development are also those for which teachers are more likely to have had to pay the full
or partial cost and devote most time to (Table 3.8).

Discussion

In seeking to meet teachers’ professional development requirements, policy makers and practitioners need to
consider both how to support and encourage participation and how to ensure that opportunities match teachers’
perceived needs. This must be balanced with the cost in terms both of finance and teachers’ time. Teachers’
perceived needs should also match the wider goals of school development and how well teachers’ professional
development is coordinated with appraisal and feedback practices in schools and school evaluations more
generally (see Chapter 5).

Even if there is no country in which the professional development of teachers is completely free, TALIS data
indicate that teachers feel that the level of support they receive in most countries is significant in terms of finance
and separately scheduled time in which to undertake development activities. In the participating countries, an
average of around two-thirds of teachers pay nothing, and a similar proportion receive allocated time; schools
and public authorities clearly make a significant investment in teachers’ professional development.

Yet, the degree of unsatisfied demand reported by teachers remains troubling and may suggest a misalignment
between the support provided and teachers’ development needs in terms of content and modes of delivery.

For modes of delivery, the evidence from TALIS is very revealing. It is striking that the activities that teachers
report as the most effective for their development are also those for which they are more likely to have had
to pay full or partial cost and to devote the most time to. This need not mean that the cost of all teachers’
participation in qualification programmes and research should be fully paid for, but a better balance should
perhaps be sought between who pays and who benefits.
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The 42% of teachers who report a lack of suitable professional development activities to satisfy their needs
is an equally worrying finding (Table 3.7). It indicates that carefully comparing provision and support with
development needs should be a priority in many participating countries.

Further analysis of teachers’ professional development

Further to the discussion of teachers’ professional development in this chapter, Chapters 4-6 show how teachers’
professional development inter-relates with the other key policy themes of TALIS. Chapter 4 shows how teachers’
teaching beliefs, their teaching practices and their professional co-operation are related to their participation
in different forms of professional development. Chapter 5 examines how teachers’ professional development
activities are connected to school and teacher evaluation practices and allows an assessment of the extent
to which these practices are related to providing the development that teachers need. Chapter 6 examines
how different school leadership styles are associated with teachers’ professional development activities and
sheds light on the degree to which school leaders can shape schools as professional learning communities.
Finally, Chapter 7 examines the significance of professional development among the determinants of classroom
disciplinary climate and teachers’ self-efficacy.

In addition, these findings prompt further policy questions and thus the need for further analysis of the TALIS
data. The thematic report on teachers’ professional development, which is being produced jointly with the
European Commission, will seek to do this. In particular, it will seek to examine more thoroughly the factors
that determine participation in professional development as well as the factors that determine the differing
impacts that teachers report for alternative types of development activities.

ADDITIONAL MATERIAL

The following additional material relevant to this chapter is available on line at:
StatLink Sz http://dx.doi.org/10.1787/607807256201

Table 3.1c  Percentage distribution of days of professional development undertaken by teachers in the previous
18 months (2007-08)

Table 3.1d Percentile distribution of days of professional development undertaken by teachers in the previous
18 months (2007-08)

Table 3.5a Average days of development taken by teachers and desire for more development according to the
level of costs teachers paid (2007-08)

Table 3.6a Average days of development taken by teachers according to whether a formal induction or
mentoring programme was in place (2007-08)

Table 3.6b Teachers who wanted to participate in more development than they did in the previous 18 months
according to whether a formal induction or mentoring programme was in place (2007-08)
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Participation of teachers in professional development in the previous 18 months (2007-08)
Participation rates, average number of days and average of compulsory days of professional development
undertaken by teachers of lower secondary education in the 18 months prior to the survey

Percentage of teachers
who undertook some Average days Average days Average percentage
professional development of professional development of professional development | of professional development days
in the previous 18 months across all teachers among those who participated taken that were compulsory
e B [ Mem  6E) | Men 6B [ % 6B
Australia 96.7 (0.43) 8.7 0.19) 9.0 (0.20) 47.3 (1.17)
Austria 96.6 (0.37) 10.5 0.17) 10.9 (0.16) 31.4 (0.66)
Belgium (FIl.) 90.3 (0.73) 8.0 (0.38) 8.8 (0.42) 33.6 (0.95)
Brazil 83.0 (1.21) 17.3 (0.70) 20.8 (0.79) 40.2 (1.17)
Bulgaria 88.3 (1.17) 27.2 (1.65) 30.8 (2.04) 46.9 (2.11)
Denmark 75.6 (1.26) 9.8 (0.34) 12.9 (0.40) 34.6 (1.43)
Estonia 92.7 (0.50) 13.1 (0.29) 14.2 0.31) 49.2 (1.20)
Hungary 86.9 (1.77) 14.5 (0.50) 16.7 0.41) 46.1 (1.58)
Iceland 771 (1.10) 10.7 (0.44) 13.9 (0.56) 49.9 (1.30)
Ireland 89.7 (0.78) 5.6 (0.21) 6.2 0.21) 41.4 (0.99)
Italy 84.6 (0.76) 26.6 (0.98) 31.4 (1.17) 40.0 (1.08)
Korea 91.9 (0.59) 30.0 (0.57) 32.7 (0.55) 46.9 (0.85)
Lithuania 95.5 (0.40) 11.2 (0.21) 11.8 0.21) 56.6 (0.98)
Malaysia 91.7 (0.67) 11.0 (0.32) 11.9 (0.33) 88.1 (0.64)
Malta 94.1 (0.75) 7.3 (0.25) 7.8 (0.26) 78.4 (1.07)
Mexico 91.5 (0.60) 34.0 (1.60) 37.1 (1.78) 66.4 (1.22)
Norway 86.7 (0.87) 9.2 (0.30) 10.6 0.34) 55.5 (1.25)
Poland 90.4 (0.67) 26.1 (1.10) 28.9 (1.20) 41.0 (1.14)
Portugal 85.8 (0.87) 18.5 (0.89) 21.6 (1.01) 35.1 (0.99)
Slovak Republic 75.0 (1.13) 7.2 (0.30) 9.6 (0.38) 44.1 (1.19)
Slovenia 96.9 (0.35) 8.3 (0.20) 8.6 (0.20) 60.5 (0.93)
Spain 100.0 (0.03) 25.6 (0.51) 25.6 (0.51) 66.8 (0.99)
Turkey 74.8 (2.09) 11.2 (0.52) 14.9 (0.65) 72.8 (1.65)

Source: OECD, TALIS Database.
StatLink =iz http://dx.doi.org/10.1787/607807256201

© OECD 2009
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Amount of professional development undertaken by teachers in the previous 18 months (2007-08) —
teacher characteristics
Average number of days of professional development undertaken by teachers of different characteristics

[among those teachers of lower secondary education who took some professional development]

Teachers Teachers Teachers Teachers
Female teachers Male teachers aged under 30 years aged 30-39 years aged 40-49 years aged 50+ years
o Mem  SE) | Mean  (SE) | Mean  (SE) | Mean  (SE) | Mean  (SE) | Mean  GE)
Australia 9.0 (0.24) 9.0 (0.28) 9.0 (0.52) 8.9 (0.41) 9.1 (0.34) 9.1 (0.31)
Austria 11.2 (0.20) 10.3 (0.23) 12.4 0.72) 10.5 (0.47) 11.3 (0.25) 10.5 (0.25)
Belgium (FI.) 8.5 (0.55) 9.5 (0.48) 8.7 (0.62) 8.8 (0.79) 8.6 (0.61) 9.2 (0.88)
Brazil 20.7 (0.88) 21.2 (1.02) 22.2 (1.51) 22.3 (1.15) 19.7 (0.85) 17.0 (1.40)
Bulgaria 30.7 (2.00) 31.5 (3.79) 27.3 (5.36) 34.2 (4.29) 33.6 (4.21) 26.8 (1.67)
Denmark 13.4 (0.53) 12.3 (0.68) 17.3 (3.02) 13.4 (0.70) 15.8 (1.07) 10.3 (0.50)
Estonia 14.6 (0.36) 11.6 (0.51) 15.3 (1.19) 16.8 (0.80) 15.2 (0.55) 11.8 (0.36)
Hungary 16.6 (0.52) 16.9 (1.28) 15.4 (1.05) 16.3 (0.95) 18.3 (0.80) 15.4 (1.29)
Iceland 14.4 (0.68) 12.7 (0.83) 11.5 (1.41) 12.9 (0.84) 15.2 (0.96) 14.2 (0.99)
Ireland 6.0 (0.23) 6.7 (0.45) 5.8 (0.49) 6.6 (0.49) 6.8 (0.45) 5.7 (0.30)
Italy 30.5 (1.12) 34.8 (2.52) 64.1 (12.08) 50.1 (3.36) 30.4 (1.54) 24.1 (1.04)
Korea 34.2 (0.69) 30.0 0.91) 43.3 (1.61) 36.7 (1.01) 30.3 (0.82) 24.3 (1.51)
Lithuania 12.1 (0.24) 10.1 (0.46) 11.2 (0.75) 11.5 (0.41) 12.5 (0.34) 11.4 (0.31)
Malaysia 11.8 (0.39) 12.3 (0.44) 12.0 (0.56) 11.7 (0.43) 12.2 (0.37) 11.9 (0.65)
Malta 7.9 (0.39) 7.6 (0.32) 7.7 (0.51) 7.5 (0.42) 8.6 (0.86) 7.9 (0.50)
Mexico 39.9 (2.17) 33.9 (2.72) 48.5 (5.64) 41.8 (3.88) 34.5 (2.27) 28.1 (2.26)
Norway 10.9 (0.49) 10.1 (0.47) 10.2 (0.95) 10.4 (0.58) 12.6 (0.86) 9.7 (0.55)
Poland 29.9 (1.40) 25.6 (1.60) 35.2 (3.22) 33.2 (2.08) 25.5 (1.45) 17.9 (1.64)
Portugal 20.3 (1.06) 24.8 (1.95) 38.5 (5.51) 21.3 (1.29) 20.2 (1.12) 17.7 (2.21)
Slovak Republic 9.9 (0.43) 8.3 0.61) 9.8 (1.05) 9.7 (0.52) 10.9 (0.53) 8.5 (0.45)
Slovenia 8.7 (0.23) 8.3 (0.34) 9.4 (0.54) 9.7 (0.49) 8.4 (0.25) 7.2 (0.26)
Spain 26.7 (0.64) 24.2 (0.60) 29.4 (1.51) 25.7 (0.91) 26.8 (0.73) 23.0 (0.69)
Turkey 13.6 (0.82) 16.2 (1.29) 16.9 (1.13) 13.6 (0.74) 14.4 (1.91) 10.6 (1.18)
TALIS average 17.5 (0.18) 16.9 (0.29) 20.9 0.72) 18.9 (0.34) 17.4 (0.28) 14.4 (0.23)
Teachers with an
Teachers with Teachers with ISCED level 5A Master
qualification at ISCED |  an ISCED level 5A degree or a higher
level 5B or below Bachelor degree level of qualification
[ Mem  SE) | Mea  (SE) | Mea  (sE)
Australia 9.8 (1.24) 8.7 (0.20) 10.6 (0.51)
Austria 11.3 (0.22) 14.1 (2.72) 10.2 (0.25)
Belgium (Fl.) 8.6 (0.44) 15.5 (4.03) 8.0 0.72)
Brazil 18.9 (2.00) 20.8 (0.87) 24.8 (2.87)
Bulgaria 28.0 (4.37) 28.4 (3.40) 32.3 (2.93)
Denmark 12.8 (4.47) 12.4 (0.39) 18.7 (1.83)
Estonia 14.7 (1.02) 13.3 (0.43) 14.9 (0.43)
Hungary 23.2 (6.28) 17.1 (0.53) 15.7 (0.59)
Iceland 10.4 0.79) 15.1 0.74) 17.8 (2.41)
Ireland 58 (0.66) 5.9 (0.25) 7.9 (0.65)
Italy 28.4 (1.53) 26.3 (3.81) 32.0 (1.25)
Korea 55.5 (11.32) 31.5 (0.65) 34.4 (0.82)
Lithuania 11.1 (0.54) 11.5 0.32) 12.5 (0.34)
Malaysia 10.5 (0.65) 12.0 (0.34) 13.6 (0.76)
Malta 7.6 (0.57) 7.8 (0.30) 8.0 (0.67)
Mexico 27.4 (2.62) 36.4 (2.26) 53.1 (5.31)
Norway 16.0 (3.02) 9.9 (0.39) 12.7 (0.81)
Poland 28.7 (8.87) 27.5 (4.46) 29.0 (1.21)
Portugal 21.1 (3.54) 19.8 (1.07) 35.3 (3.34)
Slovak Republic 12.4 (2.90) 9.9 (2.81) 9.6 (0.37)
Slovenia 7.7 (0.22) 9.3 0.31) 14.0 (2.98)
Spain 23.8 (2.20) 22.1 (1.22) 26.2 (0.49)
Turkey 10.6 (1.07) 15.0 (0.76) 19.3 (2.95)
TALIS average 17.6 (0.80) 17.0 (0.41) 20.0 (0.41)
Denotes categories that include less than 5% of teachers.
Source: OECD, TALIS Database.
StatLink Sir=f http://dx.doi.org/10.1787/607807256201
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