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Foreword

Teachers are recognized as keyetd uc at i onal guality and s
education system. Understanding the importance of human resource policies and practices
in the process of recruiting, retaining, professionally supporting and providing the proper
working environment for stéitient numbers of teachers that meet the needs and
expectations of quality education for &lin essence creating a Decent Work agenda for
these highly valued professiondls he | LO Governing Body manda
Activities Department to ppare a toolkit on good human resource practices for the
teaching profession. The toolkit should be based on and seek to integrate in one
comprehensive publication a number of elements relevant to this theme as explained in the
Introduction, including interational standards and recommendations specific to teachers
and international labour standards developed by the ILO, findings and conclusions of ILO
sectoral meetings on education and training, as well as those of the Joint ILO/UNESCO
Committee of Experten the Application of the Recommendations concerning Teaching
Personnel (CEART), ILO practical experience and principles in ongoing HRD policies and
practices, and not least, good practices and policies in a wide range of ILO member States.

A first versionof the toolkit was reviewed in November 2009 by an knégjional
tripartite workshop represenitexpertps inthbnean | L O6
resource planning and management from selected Ministries of Education and from
national and internatioa | Empl oyersd and Workers6é orga
teachersd unions. The workshop made sugges:
requesting additional modules and design approaches to enhance the value to constituents
and educatio stakeholders in ILO member States. In the process of revising and
improving the original texts, the ILO concluded that the toolkit should be considered more
of a reference Handbook on policy and practice, hence the published title.

A publication of thiskind that seeks to be of value to users in widely divergent
countries, cultures and education systems inevitably must not be considered the definitive
word on the subject. It must also be taken as a work in progress, to be updated and
improved as the polies and practices that define the teaching profession evolve.
Nevertheless, it is our expectation that this Handbook will assist a wide range of ILO
constituents and education sector stakeholders to reflect on and work to improve
conditions for teachers exywhere.

Ms Alette van Leur
Director
Sectoral Activities Department
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Abbreviations and acronyms

ARV

CEART

CPD
CSR
CTRP
DIALOGUE
EFA
El
EMIS
IIEP
GMR
HRD
HRM
ICT
ILO
INSET
IQMS
ITT
MAA
MDG
MoE
NGO
NORMES
NQT
OECD

Ofsted

antiretroviral treatment or therapy

JointILO/UNESCOCommittee of Experts on the Application of the
Recommendations concerning Teaching Personnel

continual or continuing professional development
corporate social responsibility

Commonwealth Teacher Recruitment Protocol

Industrial and Employment Relations Department of the ILO
Education for All campaign/framework/goals

Education International

Education Managemehtformation Systems

UNESCO International Institute for Educational Planning
Global Monitoring Report

human resource development

human resource management

information and communications technology
International Labou©rganization

in-service education and training

Integrated Quality Management System

initial teacher training

mutual aid associations

Millennium Development Goals

Ministry of Education

nongovernmental organization

International Labour Standards Department of the ILO
newly qualified teacher

Organisation for Economic Goperation and Development

United Kingdom Office for Standards in Education
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PPA planning, preparation and assessment time

PRA personal retirement accounts

PTR pupili teacher ratios

QTS gualified teachers status

SECTOR Sectoral Activities Department of the ILO

SRI socially responsible investment

TAFE technical and further education

TESSA Teacher Education for Stsaharan Africa

TISSA Teacher Training Initiative for SuBaharan Africa

TMIS Teacher Management Information System

TVET technical and vocational education and training
UNESCO United Nations Educational, Scientific a@dltural Organization
WEI-SPS World Education Indicators Survey of Primary Schools
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Introduction

1. Appropriately qualified, welsupported and remunerated, highly motivated teaching
personnel working in a stinating teaching and learning environment are the most
important element of any education system. The status of teachers and public esteem for
the teaching profession are crucial to heglality education delivery. As international
standards adopted alreaidythe 1960s emphasize, teaching is a profession requiring expert
knowledge and specialized skills, acquired and maintained through rigorous, ongoing
education and training, and a sense of personal and collective responsibility for the
education and welfa of learners. Teachers who benefit from equitable, enlightened
human resource management and policies deliver better education and stay in the
profession longer, reducing staff turnover and the associated costs and problems for
education managers.

2. Unfortunately, the idea that anyone can be a good teacher is a myth that still haunts

nati onal education systems across the gl ob
conditions, the importance of a coherent framework of career and professional
developmenand t he iidea that teachersodé voices,

clearly heard in educational decisioraking are neglected or underestimated by education
planners and policy makers. This handbook seeks to redress the balance in favour of
policies and practices that aim towards effective recruitment, career, professional support,
and terms and conditions of employment for teachers. It provides information on good
practices, practical tools and suggested policies for all those responsibleinfian h
resource management and development of education workers, whether at planning, policy
or delivery level.

3. Human resource practices of this kind will be comprehensive in scope, integrating: initial
training; comprehensive professional development ditout a teaching career;
employment practices which encourage the recruitment and retention eduaéfied,
highly motivated candidates, including (but not limited to) salaries comparable to those of
similarly trained professionals; teaching and leaggnoonditions that encourage quality
l earni ng; and teachersbo p -making &y meahsi of n i n
consultation and negotiation.

4. This handbook is based on the guiding principles of international standards specific to
teachers, including thke O/UNESCO Recommendation concerning the Status of Teachers
(1966, Appendix 1) and the UNESCO Recommendation concerning the Status of Higher
Education Teaching Personnel (199%ppendix Il). Appropriate international labour
standards applicable to professal workers such as teachers underpin the handbook,
which also integrates good practice and principles from contemporary human resource
management and development, and ILO practical experience.

5. International and national human resource development expeltave assi st ed
Sectoral Activities Programme in developing the handbook. An initial set of modules was
reviewed at an interregional workshop composed of ILO constituents (representatives of
government Ministries of Education and Labour, privete ct or empl oyer s a
organizations) and resource experts in November 2009. The workshop recommended
revisions to the modules, advised on the development of additional modules and suggested
means by which the handbook should be disseminated amdofed among ILO
constituents and educational stakeholders.

6. The handbook draws upon experiences and good practices in a wide range of ILO member
States, giving a large number of examples of good practice and lessons learned. The
methods it outlines aretiended to be applicable to all schools and education systems, and
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to be adapted to accommodate differences in resource availability, culture, ethnicity,

gender, political and governance structures. Checklists, questions for reflection and text
boxes illustating country good practices and experiences provide opportunities for users to

engage with and reflect on the content and to apply to their own education systems the
principles and concepts set out herein.

7. Module 1 presents the recruitment and employrméteachers, based on the principles of
equal opportunity, noediscriminaton and professional competence. Moduléurther
develops themes on conditions of employment, including leave entitlement and career
development. Module 3 discusses the profestimhas, responsibilities and accountability
of teachers, while Module 4 examines the work environment, including hours of work and
workload; class size and puiéacher ratios; and issues of health and safety. The question
of teacher reward, salaries aimtentives policies is discussed in Module 5, while
Module6 deals with the question of social security. Module 7 considers social dialogue
and labour relations within the teaching profession. Questions regarding initial and further
teacher education anichining are examined in Module 8.

8. The relevant international Recommendations and standards are provided as appendices.

DEPTS-2012-Handbook-2012-02-0241-1-NR.docx/v4



Glossary

Appraisal (or performance appraisal or review)

A method by whi peformance i€ evaluatedr &s gartjofoaksessing
teaching effectiveness or as part of guiding and managing career development.

Attrition

The reduction of the workforce due to voluntary and involuntary terminations of
employment, deaths and employee retiretsien

Benefit

Financial or noffinancial compensation related to employment in addition to base
salary, such as allowances for housing, transport, health care, insurance, retirement, day
care, sick leave or other forms of social protection, funding of eiducatc.

Certification (teacher certification or licensing)

The process of earning qualifications or credentials and the recognition by the
relevant education authority of such achievements that allows a teacher to teach in certain
subject areas at a sffiezeducational level.

Collective agreement

A written agreement regarding working conditions and terms of employment
concluded between one or more employers or
and one or mor e raoganizations artdayt electel repvasentatvas 6
the workers, on the other.

Collective bargaining

Al negotiations which take place bet we
organi zations, on the one hand, athet,foone or
determining working conditions and terms of employment or for regulating relations
between employers and workers. For the purposes of this handbook, workers are
understood to mean teachers or other education staff as cited.

Continuing (continual) professional development (CPD)

The process by which teachers reflect upon their professional skills and practices,
maintain and develop them further through study or training.
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Contractual teachers ( al so known as fiparaodo or
paraprofessional, auxiliary, contract or community teachers)

Teachers recruited on a temporary, contractual basis, often as a response to
difficulties in recruiting sufficient numbers of qualified teachers, or to meet budgetary
restraints. They are almost always less swained and paidand have less job security,
than permanent or civil service teachers.

Cost-of-living index
A price index which measures the relative cost of living over time or regions by
recording differences in the prices of goods and services.
Cross-border recruitment
The recruitment of teachers from other countries as a response to a local or national
teacher shortage.
Decent work
Work that is dignified, equitable, productive and delivers a fair income. Decent work
includes security in the workplace; social protattifor workers and their families;
prospects for personal development and social integration; freedom for people to express
their concerns, organize and participate in the decisions that affect their lives; and equal
opportunities and treatment for all womand men.
Deployment
The placement or allocation of teachers to positions within an education system and
across a region or nation.
De-skilling
The process by which highly skilled, w#thined teachers are replaced by dass
un-skilled teachers withelss, minimal or no professional training, resulting in the lowering
of educational standards and the status of the profession.
Direct discrimination
Less favourable treatment explicitly or implicitly based on one or more prohibited
grounds, including ethaity, race, religion, political opinion, sex, disability, age, sexual
orientation, national extraction, social origin (including caste), circumstances of birth or on
the grounds of membership in a group or organization.
Double-shift teaching
Where the sugp of schools (and/or teachers) is inadequate to provide single shift

schooling for all pupils, teachers teach pupils in two shifts, one in the morning, the other
one (usually) in the afternoon.
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Financial incentives
Additional financial compensation to leasalary intended to encourage acceptance of
work assignments in certain geographic areas or subjects, or to motivate and reward
teachers or other staff for their performance.
Flexible working hours
Schedules that allow education employees to structurewiioek hours around their
personal responsibilities, such as through-pamt work, job sharing or a compressed
workweek.
Freedom of association
The right of workers and employers to freely establish and join organizations of their

own choosing, includip trade unions, without any distinction, previous authorization or
interference, and subject only to the rules of the organization concerned.

Ghosto teachers

ot

Deceased, retired, or otherwise rg®rving teachers, whose names continue to appear
on payrollswhere their salaries are fraudulently collected by others.

Gol den hell oso

St

Oneoff payments made as an incentive to attract new recruits to the teaching
profession, particularly in designated shortage subjects.
Hardship allowances
Allowances paid to teaelns who work in remote, inaccessible or difficult to staff
schools, in areas of extreme poverty or in difficult or dangerous conditions, such as
conflict or postconflict zones.
Incentives
Financial or noffinancial rewards designed to motivate individuéds accept a
particular job or responsibility or to achieve certain objectives.
Indirect discrimination
Occurs when the same condition, treatment or criterion is applied to everyone, but

results in a disproportionately harsh impact on some persons oasiseobcharacteristics
such as race, colour, sex or religion.
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Induction

The process of supporting and training a teacher during the first few years of teaching

or the first year in a particular school.
Initial teacher training

See preservice teacher tnaing.

In-service education and training (see also continuing
professional development)

The process by which teachers engage in further education or training to refresh or
upgrade their professional knowledge, skills and practices in the course of their
emgoyment.

Job sharing

A type of flexible work where two people share the same employment position.

Labour unions

See trade unions.

Licensing

See certification.

Mentoring
A oneto-one process between an experienced and a newly qualified teacher, whereby
theformer provides support, advice and informal training to the latter.
Multi-grade teaching
A system where a single teacher is responsible for learners in two or more curriculum
grades (sometimes for a whole school) at the same time.
Negotiation
A process inwhich two or more parties with common and conflicting interests come
together and talk with a view to reaching an agreement.
Non-financial incentives

Incentives in the form of benefits. See incentives.
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Paraprofessional or fAparao teachers

See contractudkachers.

Performance review or appraisal

See appraisal.

Pre-service training (initial teacher training/education)
Teacher education before entering a classroom or other educational site as a fully
responsible teacher.
Probation

A fixed-duration trial pexdd before entering fulime permanent employment.

Professional licensing

See certification.

Retention
The ability of an education system or organization to retain its teachers or other
education staff. The term may refer to the strategies employers tad@ain employees
in their workforce, as well as the outcome.
Returners (returning teachers)
Experienced teachers who come back to teaching after a break in their career (often to
undertake family responsibilities such as bringing up children).
Security of tenure
Job security, with protection from dismissal, except in specified circumstances, for
teachers who have successfully completed a probationary period.
Self-service human resource (HR) administration
Internetbased applications which allow teacharsl other education staff to perform
remotely a range of HR functions, such as personal data updates, applying for transfers or
calculating benefit entitlements.

Teacher certification

See certification.
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Teacher gap
The difference between the number of teaes currently employed and the number
needed to ensure education for all learners within definedipegdher ratios and other
variables.

Tenure

See security of tenure.

Trade unions (labour unions)
Organizations of workers/employees established for giatgor improving, through
collective action, the economic and social status of their members.
Worki life balance

Having a measure of control over when, where and how an individual works, leading
to their being able to enjoy an optimal quality of lifieide and outside paid work.
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Module 1: Employment and recruitment

1. Introduction i Basic principles

1. This module lays out basic principles to be applied in the recruitment and employment of
teachers and identifies exampleg good practice in these areas. Principles of equal
opportunity, nordiscrimination and professional competence are crucial to attracting and
retaining able, committed and motivated individuals in the teaching profession. The same
principles are fundameait to creating and maintaining widespread respect for the
profession.

2. Drawing on the principles of thLO Discrimination (Employment and Occupation)
Convention, 1958 (No. 111)he ILO/UNESCO Recommendatieoncerning the status of

teachers, 1996 (Appexd) ur ges t hat dall aspects of the
teachers should be free from any form of discrimination on grounds of race, colour, sex,
religion, political opinion, national ol

(1966:paragrapt7). Subsequent advances in the understanding of human 'righytsire
these processes should also be free from discrimination on the basis of ethnicity, caste,
language, sexual orientation, family responsibilities, maternity, sthfus, disability or

age.

3. Discrimination can be direct or indirect. Whilst national legislation may outlaw direct
discrimination (failing to recruit a candidate because they belong to a particular group),
those responsible for recruitment should also be aware of the need tbiadivect
discrimination (where the same criteria are applied to all candidates but members of some
groups are disadvantaged by their use). For example, where recruitment criteria are based
entirely on academic qualifications in a context where the educaystem has
traditionally favoured male pupils, female teachers are less likely to be recruited.

4. In some cases, unequal access to the profession for certain groups in the past has led to a
lack of diversity, in terms of gender or ethnic origin for ins& In order to ensure
equality of opportunity, promote diversity and recruit the people best suited to particular
roles, positive or affirmative action may be necessary. Examples of positive action are
suggested iboxesl and 2.

Box 1
Checklist of pdsive action scenarios and actions

Yy recruiting the candidate from thenepdesented group where two candidates are equally g
Yy improving selection criteria which disadvantage a particular group;

Yy providing specific development or tfaimimgmbers of an ureépresented group to ensure e
opportunity for all candidates;

Yy setting targets (not the same as quotas) for recruitment from certain groups in the futurg

Yy automatically short listing for interview candidates from asentitrgmup who fulfil the basic criterig
post.

! For example,UN International Covenant on Civil dnPolitical Rights, Articles 257; ILO
Declaration on fundamental principles and rights at work, 1998, Protocol 12 to the European
Convention for the protection of Human Rights &uwhdamental Freedoms
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Box 2
Positive action in the recruitment of disabled primary teachers in the United Kingdom

East Sussex County Counci l i n the OKporiusity
in Employment Policy states that all applicants are to be treated fairly, and selection for app
based solely on a personds ability to do

unique, owing tdferences in age, gender, ethnic origin, religion, sexual orientation, ability et
Council aims to treat these differences positively, recognising that diversity creates a strg
creative workforce®. chhmai @@mpleisc atoi are cfl arm

applicant has a disability and they meet the essential criteria of the post they are automatical
interview. This positive action helps ensure people with disabilities getithei s har e of

Source: East Sussex County Counci |li,For@m32l drenbs

5. To accelerate more equality of opportunity, repair historical patterns of discrimination and

ensure recruitment ainderrepresented groups, particularly in rural and remote areas,
even more direct strategies have been applied, including use of teacher training quotas.
These may include relaxed entry requirements to initial training programmes for women
and people fronethnic minorities or lower castes as for example in countries of South and
South East Asia (UNESCO, EFA GMR. 2009: f75; UNESCO, EFA GMR. 2010:
p.197). Such policies need to be viewed as exceptional and targeted to specific objectives
where even posite action measures indicateddox 1 have not proven successfuse of

guotas and similar policies have been criticized for simply repeating discrimination and if
used indiscriminately as part of recruitment strategies, risk undermining high professional
standards.

. Decisions regarding professional qualification, recruitment and employment of teachers

(including access to vocational training, access to employment and to particular
occupations, and terms and conditions of employment) should be made basihef
professional competence. Where decisions, exclusions or preferences in respect of a
particular job are based on genuine occupational requirements (the inherent requirements
of that job) this is not deemed to be discrimination. Recruiting teadmetke basis of
professional competence is a key to both providing good quality education and to
maintaining a teaching profession which is held in high esteem. This should not be used as
a pretext for failing to recruit from certain groups. However itsdogan that policy
makers and recruiters to teacher training programmes may need to offer particular support
to candidates who are considered to have the potential to develop a high level of
professional competence but whose background has been a lmadistetoping some of

the requisite skills.

10
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Box 3
Pause for reflection

Which of the following scenarios are examples of positive action; which are examp
discrimination?

1. To achieve gender parity amongst teachers, a local educ#gionisheébdo recruit more fen
student teachers, so designs a recruitment campaign using posters and billboards to targ
leavers in particular, in the hope of boosting the number of female applicants.

2. To achieve gender parity amozeysters, a local education authority wishes to recruit mo
student teachers, so decides to adoeit 8@nfemale and 2i&r cenmale candidates, regardles
ability, to teacher training college for the coming academic year.

3. To recruit moteachers from an undgresented ethnic group, a local education authorit
mandatory quota to recruppetOcentrainee teachers from that group during the current re
period, regardless of their performance in the recruitment process.

4. To recruit more teachers from anrepdesented ethnic group, a local education authority sef
to achieve 4ter centrainee teachers recruitedh fthat group within the nextythesgs, and puts i
place preparatory training for the recruitment process, targeting potential candidates from

1 and 4 are examples of positive action, and good practice in promoting equal opportunities; 2 and 3
examples obsgitive discrimination, which should be.avoided

7. The module begins by examining recruitment strategy, policies and management,
including a presentation of education or teacher management information systems (EMIS,
TMIS). It considers professionditensing and credentials and the licensing authorities,
including discussion of alternative routes,-erdry to teaching after a break and
crossborder recruitment of teachers. The module presents the recruitment process,
probation and security of tenurbefore examining the questions of the posting,
deployment, rotation and transfer of teachers, including deployment to remote and rural
areas. It addresses the induction of newlalified and returning teachers, including
mentoring programmes. Service ciadmhs for women and men with family
responsibilities are discussed, including maternity protection and provisions for care of
children and other depeamts. The module examines péirhe service, including job
sharing arrangements, before focussing onighees regarding replacement or substitute
teachers. The gquestion of contractual , aux
detail before an examination of policies for teacher retention. The module ends by
examining focussing on questions regagdthe recruitment and employment of school
managers.

1.1. Recruitment policies and management

1.1.1. National recruitment strategy to meet all current
needs in quantity and quality of teachers

8. An estimated 1.9 million additional teachers will need tadmeuited worldwide in order
to achieve Universal Primary Education by 2015 (although this situation is evolving in the
right direction, since the 2008 estimate of a teacher gap of 18 million) (UIS, 2010;
ILO/UNESCO CEART, 2009). These needs vary signifigabetween regions, with more
than half of the additional teachers needed inSalvaran Africa (1.06 million), where
demand for new recruitment by 2015 is almost as much as the current teaching force)
(UIS, 2010).
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9. Overall, as of 2008, 99 (4Ber cent countries need to increase their primary teaching
stock, whereas 108 (52er cen} do not, according to these estimates (UIS, 2010). On
average, the teaching force needs to be expanded Ipe2 &ntannually, although this

10.

figure is much higher in certaicountries and regions, and reaches &8 centin sub

Saharan Africa in order to fill additional posts, replace teachers who leave the teaching

force and make up for years of undecruitment in many countries. Shortages in this
region are due to manwdtors but in part have resulted from restrictions imposed as a

result of fiscal and budgetary constraints, some due to international financial institution

policies discouraging public sector hiring, including that of qualified teachers despite high

enrolment increases and persistent shortages (Education International, 2007a).

In such situations, governments need to develop costed education strategic plans, including
projections of the number of teachers to be trained and recruited each year, based on
current and projected student populations. Plans will take account of factors such as
current and projected teacher attrition and retirement rates, demographic trends, current

and planned pupteacher ratios (PTR) and the impact of increased primary school

errolment on future demand for secondary school places. Planning teacher recruitment in
sufficient quantity should be closely associated with maintaining and, where necessary,
improving teacher quality: to maximize effectiveness, recruitment planning neduts t

closely integrated with planning pservice and ifservice teacher training and continuing
professional development (CPD) and with attraction and retention strategies (sé4 ,also

8.5).

11. A key to motivating and retaining wedlualified teachers iotoffer clear career paths and
genuine career development options, associated with good lif®talance and general

conditions of service, including sufficiently attractive salaries (see module 4, in particular
4.2.1). The ILO/UNESCO Recommendation affir a basic teacher recruitment and

retention axi om: t hat Ai mprovements

n

t he

living and working conditions, their terms of employment and their career prospects are

the best means of overcoming any existin@rstye of competent and experienced

teachers, and of attracting to and retaining in the teaching profession substantial numbers

of fully qgud966:paragraph4d)e The mastefdectiye teacher recruitment
strategies emphasize a comprehensaekage that may vary one or more of these factors,

and take account of the evidence that individuals choosing to become teachers in many
countries also respond to intrinsic factors, such as the desire to work with children or to

contribute to society (OECI2005). Experience over the years shows that such application

of these guidelines are the key to solving shortéoms 4)

Box 4
Attracting and retaining qualified teachers: Finland and the Republic of Korea

In Finland, education and the tegmtufegsion are reported to be held in high regard, w
numbers of applications to become teachers and, with only a few exceptions in some subj
teacher shortages. International assessments based on standard testing inomrsisteénglgarani
Finlan@ students at or near the top in languages and mathematics achievements. Finnish t
make relatively high salaries compared to average incomes, but they are trained to very &g
degree), enjoy good imgrkonditions and career prospects and have a high degree of professio
that provides job satisfaction.

In the Republic of Korea, teacher salaries are high and seamteepuiptios, but the overall est
in which teachers are held eages high numbers of teacher candidates, with only one in five bg
teachThis has raised the opposite concern, that talented students are reluctant to enter teachg

SourceFinland, 2003; OECD, 2005
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12. Recruiting teachers willing tserve in remote and/or disadvantaged areas is a critical
challenge in many countries and often requires coherentintefjrated policies (see also
1.6.2; and 2.6.2). Policies in some countries recognize the difficulties by tying initial
training and rewitment with requirements to serve in such areas on initial appointment
(box 5, see also initial assignments, 1.6.2). Mandatory deployment of new teachers in
understaffed schools as part of their national service is a variant of such an approach.

Box 5
Strategies for recruiting teachers to rural and remote areas in African countries

Two strategies for addressing teacher shortages in rural and remote areas adopted with
Africa are deploying new recruits in rural and remote areaingrahnelidaies from the target area
will speak the local languages and not face problems finding suitable accommodation.

In Madagascanew recruits have been sent to rural locations and to difficult areas: in rece|
teacher postings haanly concerned the most remote rural areas.

Eritreaalso practices deployment of new recruits in rural areas. After a time of teaching
request transfer to more attractive areas.

Malawis moving in the same direction: on applyingceoimagptaacher training institution, appl
are informed that they will be assigned to remote areas. In principle, this should ensure
teachers would be ready to accept a post in a remote rural area. Malawi also envisggesassbein
district amongst teacher training college applicants to facilitate the deployment of newly traine
home locality.

In Central African Republit was decided to set up provincial training centres that recruit
indviduals who join these centres know that they will necessarily be assigned to that province
recruitment easier in the provinces.

SourcetNESCO, 2009

13. Such a strategy is not without problems, since it is systematically theebgaestienced
teachers who go to the most difficult areas. To be effective, it is advisable for rural
postings to be a transitory measure and a natural part of the career plan (Gotf2lmann
1998, cited in UNESCO, 2008) s$a0 theset pash
whole career but see them as a way of obtaining a more desirable job eventually. Strategies
are needed to ensure that a variety of teachers apply for and accept these posts, not only the
least qualified/experienced. Mentoring byore experienced teachers and head teachers
can help manage these teachers and foster their CPD (UNESCO, 2009) (see also the
example of China in 2.6.2).

14. Recruiting from marginalized groups to promote positive identities, combat discrimination
and ensurehildren learn in their first language is based on evidence that teachers from
ethnic minorities have been found to be more motivated to stay in remote areas. Locally
recruited teachers are also reported to have lower attrition rates and be more attomed to
school cultural environment (Benveniste ef 2007). Cambodia has reportedly used such
approaches with some successx6).

Box 6
Remote area teacher recruitment in Cambodia

The Ministry of Education Youth and Sport has waived Gragguifeement for teacher trainin
candidates from areas where upper secondary education is unavailable. Scholarships are prq
from poor families and ethnic minorities, in order to extend the potential applicant pool ahithgt
candidates who already have strong ties t(
accept longerm postings upon graduation. This strategy has begun to pay off in the staffing
schools with qualified teachers.

SourceBenveniste et,&007, 87.
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15. In a context of national teacher shortages, uirdonal (crossorder) recruitment of
teachers presents both opportunities and challelrgesational teacher migration and the
professional and cultural exchanges it allows are of value to both education services and to
teachers themselves. However the loss of skilled, qualified teachers can have a negative
impact on education systems, parti| ar 1l y i n developing countr.i
trying to maintain national schooling systems and striving to reach the goals of universal
primary education by Canobwealth Teacker RecruitRemt0 8 ) .
Protocol (CTRP) seeks to balaateachei&right to migrate internationally on a temporary
or permanent basis against the need to protect the integrity of national education systems
and to prevent the exploitation of the scarce human resources of poor countries. The CTRP
sets out goodrpactice in cros$order recruitment and rights and responsibilities of both
recruiting and source countriesofb7).

Box 7
Good practice in crodsorder recruitment: The Commonwealth Teacher Recruitment Protocol,

Both recruiting and source cousltraesd manage teacher supply and demand within the ¢
orgaized recruitment which includes effective strategies to improve the attractiveness of
profession, and to ensure the recruitment and retention of teachers in aréapoftsimategi

Y Recruiting and source countries should agree on measures to mitigate the harmfubargeg
recruitment.

Yy Terms and conditions of teachers should include provision for release of teachers ung
exchange and orgadteacher recruitment arrangements and for their subsequent reintegra
sourcecountry education system.

Y Recruiting countries should observe guidelines for acceptable recruitment, such as ensu
not recruited during the coofgbe source coutrgcademic year, to avoid disruption of te
programmes, and obtaining a clearance certificate from a source country prior to conclud
employment; this should not be unreasonably withheld (for more eitais ség@WdRP, 2004)

SourceCTRP, 2004

16. The question of recognition of prior teaching qualifications, credential and certification by
the recruiting country is a complex one which teachers contemplating migrating should
investigate fully beforenaking a decision (see 1.2.5).

1.1.2. Education or teacher management information
systems (EMISi TMIS)

17. Computetbased Education Management Information Systems (EMIS) allow the
systematic collectiomrganizationand analysis of information relating to the management
and development of education systems, facilitating planning, monitoring, resource
allocation, decisioimaking and policy formation. They can include and integrate data
relating to many aspects of adueation system: schools (number, location and material
conditions), students (by age, sex, educational level etc.) and teddkevdse Teacher
Management Information Systems (TMIS), which should be integrated within any wider
EMIS if it exists, have th potential to assist and enhance the human resource (HR)
management and career development of teachers. TMIS may include data relating to all
aspects of the teaching force, from qualifications and employment history to details of
appraisals and persona\lopment goals and objectives and can therefore be used to plan
recruitment, deployments, transfers and training, as well as for HR administrative
functions such as payroll and pensions. Compoidsed systems also allow ssdfrvice
administration of ceain HR functions (e.g. applying for study or maternity leave, applying
for transfer or promotion) by teachers themselves.
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18. Despite the many opportunities offered by compbssed EMIS and TMIS, many
countries have had unsatisfactory experiences usimg, tmlesome cases leading to their
being abandoned altogether. This is because their satisfactory implementation, use and
maintenance depend on a number of absolutely essential con¢stenalso box 8)

y

Data must be reliable and consistent and be atelte processed and updated in an
accurate, timely manner (this is particularly challenging in contexts of weak
institutional capacity, limited resources and commitment); without reliable-dpte
data, information is meaningless, so a realistic assgsof the possibility of
obtaining and maintaining suitable data should be made before opting for an EMIS.

Effective training and ogoing technical support must be available to users at all
levels (HR admin staff, teachers, education managers, pol&egns at national and
decentrdked levels) and in all geographical locations. Compin@sed TMIS/EMIS
systems require guaranteed, preferablyh@dr service with sufficient technical
support to ensure continued maintenance, availability and confidetiosii use.

Systems used at different levels (deceiealvs national; MoE vs other government
or public sector systems; payroll vs other personal data) must be compatible and
integrated and use a single database.

Political commitment, good governza and strong management are all critical to
success, as systems require considerable resources agmingncommitment.
Professionalism, accountability, efficiency and competence are essential to their
functioning effectively (UNESCO, 2003).

Local invoivement and ownership are fundamental to EMIS development based on
national education policy and needs, and to its support by national resources. If
donorfunded international experts participate in EMIS conception and installation,
they should work closelwith national counterparts able to continue to develop and
support the system to ensure ldiegm sustainability.

Users and core professionals should be involved throughout the planning, testing,
piloting and roltout processes and their feedback ugtattively.

Organiational cultural must be able to embrace the principles and practice of data
use, integration and sharing among departments, and of employees at different levels
being empowered to access and use data.

Data protection and securitystgms and polices on privacy and confidentiality must
be put in place, understood and enforced (see also 1.3.3 and ILOCh@@ of
practice on the protection of workérpersonal data; InfoDev, 2005; Huand
Herstein, 2003: 13).

Once the data and infoation is available it can only be effectively used for
education decisions if planners and policy makers have the training and capacity to
use it effectively and are aware of all the potentialities offered by the EMIS.

The costs of EMIS development, ilementation and maintenance can be extremely
high in terms of financial, material and human resources and time; they need to be
realistically evaluated and planned for, and financial commitments assured over time.
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1.2.

Box 8
Checklist for institutiondeciding whether to introduce an EMIS

1. Data quality: are the data available reliable, consistent and up to date enough for meanin
use within an EMIS?

2. Are human and financial resources available to provide effective trgiamyy raachtemance ar|
technical support?

3. s there political commitment to the introduction of an EMIS (and, if this is planned, to its
other information systems across different sectors of government and the use of a single ¢

4. Is there sufficient local involvement and ownership for an EMIS to be based on natiqg
supported by national resources?

5. Can users and core professionals be involved effectively at each stage of the design ang
of an EMIS?

6. Is theorganizatiahculture compatible with the introduction and effective use of an EMIS?
Can systems to ensure data protection, security, privacy and confidentiality be introduced

8. Are human and financial resources availablarnd &asist planners and policy makers in EM
Are planners and policy makers genuinely committed to using EMIS and being trained to ¢

9. Has the process beenlistgeally costed and budgefed?sufficient human, material and fin
resources available to plan, introduce and maintain the EMIS over time?

Professional licensing, credentials, councils

1.2.1. Professional standards/criteria for

engagement as a teacher

19. Most countries use eligibility criteria for the engagemerteathers and/or recruitment of

trainee teachers for peervice teacher training (see module 8); these criteria vary widely.
They may include qualifications, certification, citizenship, proficiency in the language of
instruction, medical and security checlMost countries take candiddeslucational level

or performance into account, and some use teaching skills as a criterion for selecting
teachers, although (somewhat surprisingly) only 11 out of 21 OECD countries do so
(OECD, 2005). Eligibility criteriashould be drawn up so as to avoid indirect
discrimination towards certain groups (see introduction to this module and 3.3). If specific
criteria are used for posting teachers in rural and disadvantages areas, these should be
designed so as to avoid serglimexperienced or vulnerable teachers to situations where
adequate support is not available and should be applied using principles -of non
discrimination and equal opportunities (see 1.6.2).

1.2.2. Licensing authorities, conditions and processes

for certification/licensing

20. Teacher certification establishes entrance criteria for the teaching profession, setting

national professional standards independent of teacher training instibatemstandards,
although there should be some means to create cohdremasen the two where different.
This function may be performed by:

y higher education institutions, such as teacher training colleges or universities;

y  professional bodies such as teacbeosincils composed of a representative sample of
education stakediders, including teacher associations or teachers unions;

y  state authorities.

16
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21. Certification may involve passing an examination or successfully completing a competitive
recruitment process and/or successfully completing a period of probation or teaching
experience. Examinations may include tests of subject matter knowledge, literacy,
numeracy and ICT, observation of the candi@ateeaching, irdepth interviews or
consideration of portfolios recording work experience and achievements.

22. Certification proceses should be based on transparent criteria and principles of
nontdiscrimination and equal opportunities. Due process procedures should exist for
candidates denied certification, who should have the possibility to be accompanied and
supported throughout ¢hprocedure by a third party or professional body. If criminal

background checks are used, candidates should have access to these and the possibility to

appeal against incorrect informatiorocedures for certification renewal and- de
certification shouldlso be available.

23. Examples of two approaches to these issuesravéded in lox 9.

Box 9
Certification or registration of teachers: examples ofnitedllingdom(Scotland) and South Africal

Any teacher teaching Bcattishstate school has to be registered with the General Teachir
for Scotland (GTC Scotland). Being registered allows someone to teach and also provides ag
teachers, parents and children that the teacher meets a national standgrd ea¢bars pay a sn
annual registration fee. Teachers who have gained their teaching qualification in Scotland
automatically. Teachers who have gained their teaching qualification in another country n
exceptionaggistration and may have to undertake a period of probation.

InSouth Africaevery educator must register with the South African Council for Educators
appointment to a teaching post; employers may not recruit an educator unlesetiistepedsaith th
Council. Registration is a considered a guarantee that teachers satisfy the ethical and standg
in the South African Code of Professional Ethics for Educators and that they have the requir|
professional gfifications. A small-offefee is payable for registration. Provisional registration is &
certain circumstances: for example if the Council has approved that a person be appointed f
on the grounds that there are no othblysqitalified teachers available. Students in their final
teaching qualification may apply for provisional registration with the Council.

SourceGTC, Scotland. SACE, South Africa.

1.2.3. Alternative entry routes

24. Some countries use alternative forms of certification to allow otherwisequalified
candidates who have not completed a teacher training programme to begin teaching, in
many cases to teach in schools that have difficulty attracting qualified tea€betsitzer,

2005) . Al ternative #nAfast tracko certifica

teachers from undeepresented groups, including indigenous populations, ethnic
minorities, and from other educational or professional backgrounds intolasgoom.

They are a pragmatic response to the teacher recruitment challenges experienced by hard
to-staff schools and in certain subject matters, or overall teacher shortages. Policy makers
and those responsible for teacher recruitment consideringsthefusuch policies should

be vigilant with regard to the risk of g&illing the teaching profession and devaluing
public education (Glass, 2008). Whereas alternative entry routes can prawit@eeded
beginner teachers @i 10), provision should be mador their orgoing training and CPD

and for mentoring by more experienced colleagues, even if they have extensive experience

i n ot her fields or specialized subjects.

employment such persons should be required tot ai n or compl et e t
(ILO/UNESCO Recommendatioh966:paragrapii44, /2; see also 8.2.2).
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Box 10
Alternative Certification of Teachers fronditedStates Teach For America

Teach For America (TFA) teachers are graduates frolegedit who undergo a truncated te
training process before going to teach-iodtaffdschools, usually for two years. Recent researc
that their performance outcomes are better than other minimally trained or uncertifiedrbdmgin
worse than those of fully trained teachers or experienced teachers. If they stay long enough
credentialed, their outcomes match those of other similarly experienced, credentialed teache
than half of TFA teachers lesaahing after two years ampeB0enafter three, before achieving this |
The high turnover of TFA teachers means recruitment and training of replacements is cost
aut hors recommend school s wesidng pobl Aondists af critertifies
emergency teachers or substituteso (14).

SourceHeiligandJez, 2010

1.2.4. Re-entry to teaching

25. Male and female teachers who have taken career breaks, whether to care for children or

other family members ofor other reasons, should be encouraged to return to teaching
where they so wish, and processes and systems should lzcént@ facilitate this (see
ILO/UNESCO Recommendatiodi966 par agr aph 58) . Returners
excellent value formany i n investment ter ms, because
(GHK, 2006) and have valuable professional and personal skills and experience. Providing
help with childcare, financial or other incentives can encourage returners. Offering flexible
working a parttime teaching hours is a further incentive to teachers who wish to combine
returning to teaching with family responsibilities (see also sections 1.9, Réfikners

should be offered appropriate support and the opportunity to update their skills a
knowledge, including updating their certification where necessary, whether through
AiRet urn to teaching coursesao g and BFDo u g h
opportunities (bx 11; see also section 1.8).

Box 11
Pause for reflection on the returtescher policy

In the UK, around 8ja@MOO0 former teachers return to teaching each year, including thos
been raising a family, taken early retirement or gained experience in a different job. Former
wealth of skills and expegs to draw on and have lots to offer to schools and students: life exp|
enhance teaching, whether they are skills learned in the classroom, the boardroom a brimg
children. Schools generally like to have a balancexaerieneed teachers as well as newly qu
teachers, so returnees should find their teaching skills are still very valued and relevant. Or
Return to Teaching course, the course provider will provide a skills analysis to ttesigdgpbovskié:
updating.

1. Why is it an advantage for schools to have a balance of experienced and newly qualified t

2. Why is it good practice for returner teachers to be offered a Return to Teaching course b
to the classro@m

3. What is the advantage of offering returner teachers a skills analysis during their Rety
course?

4. What are the advantages to employers of recruiting returner teachers?

Source: Adapted from UK Training and Development AgencyT@/§chools

18
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1.2.5. Cross-border recruitment: Recognition of prior
qgualifications, credentials and certification

26.

27.

28.

Policies regarding the recognition of qualifications, credentials and certification obtained

in other federal or autonomous jurisdictions (provincial, state, local, etc) vary from country

to country; likewise policies on recognition of prior qualificatioresedentials and
certification across national borders vary worldwide. Although certain countries have
bilateral agreements regarding recognition of prior qualifications, in most cases recognition

is decided on a cage-case basis, according to critedafined by the recruiting body. In
theUnitedStates fAr ecognition of teacher <credenti a
and recognition of noWSt eachi ng quali fications is also
teachers who qualified outside thetBtare eligible for restricted recognition. In Sweden,
teachers qualified in countries other than Sweden can apply to the Swedish National
Agency for Higher Education to have their teaching qualifications réoegiiVithin the

European Union (EU), teaclerwho are EU citizens may have their professional
certification obtained in other member states retmgh provided that the duration and

content of their training do not differ substantially from the duration and training required

in the recruiting couny (EEC, 2005).

Where teachers have prior qualifications and/or certification which are not issgdgn

the destination country or state, they run the risk of being recruited with inferior
conditions, security and stadtids,edas eneheh
Commonwealth Steering Group on Teacher Qualifications, supported by the
Commonwealth Secretariat, has developed a framework to support the recognition of
teacher qualifications across Commonhwbalkdh
of primary and secondary teacher qualifications offered in 35 Commonwealth member
states, allowing these to be compared codogrgountry (Keevyand Jansen, 2010;
Commonwealth Secretariat, 2010).

Teachers and their potential employers shoulevibare of the need to verify eligibility for
recognition according to the legislation of the recruiting country on atoasese basis
before entering into contractual recruitment processes.

1.3. The recruitment process

1.3.1. Hearings or interviews as part of competitive
examinations or institutional hiring processes

29,

Recruitment methods vary between countries and education systems: in deedntral
education systems, open recruitment methods may be used, where local education
authorities or individual saols are responsible for recruiting and selecting candidates for
teaching posts. In such districts, for example inWseand some other OECD countries,
teacher portfolios documenting the full range of studies and teaching experience may be
required or acepted in support of employment. Countries with cabesed public
services often use more cenizatl processes, including competitive entrance
examinations and/or candidate lists, where candidates are ranked according to
predetermined criteria. Where hie@s or interviews are used as part of either competitive
examinations or institutional hiring processes, these should be based on clear, transparent,
widely understood principles of the qualities and skills beginner teachers are expected to
demonstrateThese systems should also provide entry paths into teaching suitable for
mid-caree candidates (OECD, 2005) (seaxbs12 and13).
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Box 12
Recommendations from the OECD: Broadening the criteria for teacher selection

The selection criteria for new teawenisto be broadened to identify the applicants with the
potential: broader selection processes may include interviews, preparation of lesson plans ang
teaching skills. Greater weight should be given to characteristicthaigihsirs eommitment g
sensitivity to student needs. Beginning teacher should only be appointed to difficult and ung
they have the skills and personal qualities to perform well in that environment.

SourceOECD, 2005

Box 13
Use of teaching portfolios for certification intthibed States

In theJS candidates for certification by the National Board for Professional Teaching Stan
are required to submit a teaching portfolio documenting their teachifgrgugtttitee portfoli
candidates capture their teaching practicetimeredddlfe settings, thus allowing their assess
examine how they translate knowledge and theory into practice. The portfolio of classroom pi
four elemesit

Yy One classroebased entry with accompanying student work;

Yy Two classroebased entries that require video recordings of interactions between the cand
students;

Yy One documented accomplishments entry that provides evidence ofiemtsoouttisle of th
classroom and how that work impacts student learning.

Each entry requires some direct evidence of teaching or school counselling, as well as
describing, analysing, and reflecting on this evidence.

SourceNBPTS2011

132.Background checks and fAdue diligenceo
of the employer

30.

3L

In many education systems, employers are responsible for performing background checks
on candidates for teaching positions, using due diligence to ensure that candidates are
gualified for the peitions for which they are applying and do not have convictions for
sexual or child abuse or other criminal or professional violations which make them
unsuitable to work with children. Research reveals that credential fraud is widespread in
certain contex (PatrinosandKagia, 2007). In line with national legislation and practices,
these checks should usually include: identity confirmation, proof of academic
gualifications, proof of right to work, criminal record check, health check, previous
employment rstory and professional and character references. Background checks should
be carried out in a thorough manner within a specified time frame.

In fragile states or posonflict situations, where teachers are unable to produce personal
documents and proof afcademic qualifications due to theft or displacement, employers
should use their discretion in exercising flexibility. They should respect due process
guarantees to protect candidétedvil rights and liberties. If a candidate is refused
employment on th basis of information revealed by a background check, they should be
granted access to that information. Due processes should be in place to enable candidates
to appeal against such a decision.

20
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1.3.3. Confidentiality standards

32

The recruitment process inves collecting and storing candidaigsersonal data. The
ILOGs code of practice on theprotection of worker$ personaldata, adopted in 1997,
provides guidance on the collection, storage, combination, communication or use of
personal data of current af@mer workers ad applicants for employmentdk 14).

Box 14
Checklist for confidentiality standards in information handling

Personal data should be processed lawfully and fairly, and only for reasons directly
employment of the worker.

Yy Personal data should, in principle, be used only for the purposes for which they were origi

Yy Persons who process personal data should be regularly trained to ensure an understan
collection process and their role in ticatappof the principles in this code.

Yy All persons who have access to personal data, should be bound to a rule of confidentialit
the performance of their duties.

Y Workers may not waive their privacy rights

SourcelLO, 1997

1.3.4. Transparency standards and procedures

33.

34.

35

As in all professions, teacher recruitment processes should be based on principles of
efficiency, transparency and objective criteria such as merit, equity and aptitude (United
Nations Convention Against CorruptioB004, Article 7; ILO/UNESCO, 1966; Hallack

and Poisson, 2007). Selection criteria should be equitable, relevant, ajiidgadd and
transparent and should be applied consistently to all candidates. Candidates should be
selected on the basis of the jolgermined criteria and no other, by recruiters and
interviewers who are well trained in transparent selection procedures.

Selection and interview panels should be composed of several members, respecting
principles of diversity (a balance of men and worfrem different ethnic, religious and
language backgrounds that reflect the coubtrgr local are@ diversity). Including
representatives of parents and community leaders on selection and interview panels can
improve transparency and help to strengthdroskties to their constituencies, provided

that the professional criteria governing teacher appointments prevail. In that respect, clear
and enforceable antiepotism and antiorruption policies and procedures should be in
place. These should include pigion for recruiters or interviews to disclose a conflict of
interest where a candidate is a family member or is otherwise known to them. It is
important to ensure that recruiters and interviewers are aware of these policies, trained in
their applicationand remunerated at a level which removes the risk of corruption.

Candidates also have a responsibility in promoting transparency by being truthful in the
statements about their qualifications and credentials, not taking advantage of personal
relations tosecure recruitment, nor offering bribes or gifts to secure recruitment (Poisson,
2009), in line with teaché responsibilities to maintain the highest personal and
professioml standards (ILO/UNESCQ966: paragrah6 andO).
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1.4. Probation

36. The ILOIUNES@W Recommendation affirms that ia pr
teaching should be recoged by both teachers and employers as the opportunity for the
encouragement and helpful initiation of the entrant and for the establishment and
maintenance of propgrofessional standards as well as the tedslmwn development of
their practical teaching proficiency. The normal duration of probation should be known in
advance and the conditions for its satisfactory completion should be strictly related to
professimal competence. If the teacher fails to complete the probation period
satisfactorily, they should be informed of the reasons and should have the right to make
repr es e Aa6&paragrapt8dph (

1.4.1. Probationary periods

37. As the ILO/JUNESCO Recommendation recommends, probation is a trial work period
which beginner teachers must complete successfully to achieve full certification. Where
probation periods exist, they either begin when the new teacher enters employment or form
part of initial eacher education. Probation periods generally last between six months and
one year, although in countries such as Denmark and Hungary they last three months and
in others such as Germany, Israel and some parts tfSlieey may last up to three years
(OECD, 200571 see also box 15 Probationers should be informed of the conditions for
successful completion and of the evaluation procedures and criteria. If probationers are not
successful, they should be informed of the reasons and have access to anpapgesds
provision should exist for reubmission and they should have access to remedial measures
such as extra training, teaching observation, mentoridgaaching (see 1.8 and 8.4).

Box 15
Recommendations from the OECD: Making a probationarynpamitatory

A formal probationary process can provide an opportunity for both the new teacher and t
assess whether teaching is the right career for them. Teachers should successfully compl
probationary perioconé twoyearsedaching in a stable and-suplported school environment befor
certification or a permanent teaching post is awarded. The decision about certification shou
welltrained panel with the resources to assess new teachers. Suougssiiudjypoobation should
acknowledged as a major step in the teaching career.

SourceQECD, 2005.

1.4.2. Standards and procedures for education systems
without mandatory probation

38. Where mandatory probation does not exist, provisions for certification are based on other
criteria, such as the successful completion ofsgrice training. It is advisable for newly
gualified teachers to have access to induction programmes or otherdbprofessional
support, such as mentoring. Some education systems which do not have mandatory
probation require new teachers to complete induction periods before they can achieve
gualified teacher status (see 1.8).
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1.5. Security of tenure i Permanent status

39. The ILO/JUNESCO Recommendation affirms the importance of stability of employment
and security of tenure in the profession, in the interests of educational stability, as well as
that of the teacher, and should be safeguarded even when changesr@animationof or
within a school system are made. Teachers should be adequately protected against arbitrary
action affecting their professional standing or car&866:paragraph 45 and 46). Once in
the profession, teachers may also lose their jobsaltestructuring of a system or school
for demographic or economic reasoWhere the teaching position is abolished for one of
the above reasons, all efforts need to be deployed to reassign the affected teacher to
another job in the education system ottitn§on commensurate with their qualifications
and experience, accompanied by retraining programmes where necessary.

40. In higher education, the UNESCO Recommendation, 1997, places emphasis on tenure as a
guarantor of educational quality and academic freedibnspecifies nevertheless that
teaching and research personnel may be released for bona fide financial reasons, provided
that all financial accounts are open to the public (transparency), a higher education
institution taking such a measure has alsortalereasonable alternative steps to prevent
empl oyment termination (in application of
employer), and that legal safeguards are in place against bias in termination of employment
procedures (due process).

1.5.1. Criteria and authorizing bodies/processes for
obtaining permanent employment as a teacher

41. There are three broad models of teacher employment:

y  career based public sector: like other public servants, teachers have civil service
status, and are often appoinfedlife, as career civil servants;

y position based public sector: like other public servants, teacher appointment is
positiontbased and focuses on selecting the-baged candidate for each position,
through nternal or external recruitment;

y  contractual: teachers are engaged on a contractual basis according to general
employment legislation; as public sector employees, teachers may be employed by
the public authorities at local or school level, or directly by the school concerned.

Within individual countries, these categories are not mutually exclusive: many
countries with a career civil service also employ teachers on a contractual basis for
example France, most Frenrspeaking countries of st®aharan Africa, Mozambique, etc.

42. Whatever the ctéria used, and the bodies or processes by which appointment decisions
are taken, these should be méased, transparent and equitable and based on principles of
integrity, nondiscrimination and diversity. If the system allows for unsuccessful
candidats to reapply, the procedures for reapplication should be clearly defined and
transparent. If the system allows for the loss of permanent status, the conditions and
procedures raking to this should be clearlglefined and transparent and should be
communi@ted to all new and existing teachers. Diversity principles should be applied in
making appointments to the authorising body (balance of men and women from different
ethnic, religious and language backgrounds), and representatives of this body should be
well-trained and remunerated at a level which removes the risk of corruption.
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1.5.2. Denying entry into the profession or loss of
permanent status: Grounds, information and
appeals procedures

43. Provision and effective procedures for appeal should exist farogessful candidates who
believe their application has not been considered on the basis of merit or who believe they
have been the victim of discrimination.

44, Where present, teacher misconduct, negligence, absenteeism or incompetence can be
hugely disruptie to schools and to pupli®ducation. At the same time, removing an
experienced teacher is a serious matter. Disciplinary procedures should be in dieale to
with teacher misconduct ¢ges16 and 17. These will include, as a final resort, provision
to dismiss teachers for gross professional misconduct or incompetence. National legislation
should distinguish between the dismissal of a teacher from a particular position or school
and loss of permanent teacher status. Effective appeal procedures shioulddne for
teachers who have been dismissed or to appeal against removal of permanent
status/certification. As with appointment bodies, appeals bodies should be composed of
well-trained individuals, selected on principles of diversity, and remuneratadiesel
which removes the risk of corruption.

Box 16
Disciplinary procedure&ood practice from New Zealand

In New Zealand the following principles, defined by both the Primary and the Secorn
Collective Agreements and the New ZealaythEntigImurt, are established as the minimum requ
for procedural fairness if a teacher is to be disciplined:

Yy Advise the employee in writing of the reason for the disciplinary procedures being initiated
to the employee of thdylikensequences if the allegation is established.

Invite the employee to respond in writing.

Advise the employee of their right to seek association/union assistance and/or to seek a|
stage.

The employer must undertake an investifatioemployee is to be invited to attend any
investigation and to make a statement either personally or through their representative.

Where a breach of discipline is found, the employer shall not impose any penalty withol
employethe opportunity to make representations, and taking into account any period of su

S N

The employer must ensure it gives unbiased consideration to theerpiahages. There must
no predetermination on the part of the employer. Thesleoybdbget take into account any irrel
considerations.

SourceNew Zealand Ministry of Education, 2010
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Box 17
Pause for reflection
Miscondut: Bvidence from suBaharan Africa and South Asia

Research in selected countries of African godriisthaat relatively few teachers are dismis
gross professional misconduct, although a number of countries report disciplinary cases or t
having to do with teaohsexual misconduct with pupils, fraud, substance abuse (dita®oiy
pressuring pupils to attend their private coaching sessions and theft of teaching and learning
problem in many countries is that head teachers lack the authority to be able to discipline teac

1. How are casefteacher misconduct dealt with in your country and workplace?
2. Could effective disciplinary systems help to combat teacher misconduct in the cases cited

3. What other policies would they need to be combined with in order to be effective?

SourceBennélandAkyeampong, 2007, p. 53.

1.6. Posting, deployment, rotation

1.6.1. Administrative requirements for entry
and initial posting

45. In line with national legislation and practices, administrative requirements for entry and
initial posting will involve new teachers providing some or all of the following to the
competent authorities: proof of identity, proof of academic qualificatiasf pf right to
work, previous employment history (where applicable). New teachers will also undergo a
medical examination, as recommended by the ILO/UNESCO Recommendation that
provides protection for teachers and for students in relation to underlyiolygbsgical or
physical conditions incompatible with teaching. They will probably undergo background
checks.

46. Medical examinations should be ndiscriminatory with regard to physical aptitude, so as
to protect disabled candidates. The @&O/ocational Rehbilitation and Employment
(Disabled Persons) Recommendation, 1983 (No. ¥68)at es t hat ADi sabl e
enjoy equality of opportunity and treatment in respect of access to, retention of and
advancement in employment which, wherever possibleesponds to their own choice
and takes account of their individual suitabit y f or such empl By ment o

47. Medical examinations should not discriminate against teachers or candidates living with
HIV and AIDS. Provision should be in place fine support, protection and treatment of
teachers living with HIV and AIDS, which respect their privacy and preserve
confidentiality (see also module 2, in particular 2.4.3).

48. The ILO Recommendationoacening HIV and AIDS and the World of Work,2010
(No. 200), includes the following general principles in relation to workplace recruitment
and deployment:

(c) there should be no discrimination against or stigmadn of workers, inparticular
jobseekers and job applicants, on the grounds oforepérceied HIV status or the fact
that they belong to regions tife worldor segments of the population perceived to be at
greater riskof or more vulnerable to HIV infection;

(h) workers, their families and their dependants should enjoy protecfidheir privay,
including confidentiality related to HIV and AIDS, particular with regard to their own
HIV status;

(i) no workers should be required to undertake an HIV testismlose theiHIV status
(2010, paragraph 3).
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1.6.2. Placement criteria for first assignments

49. Deployment is for the most part either centrally planned at national or provincial level,
with teachers being allocated to schools which have vacant positions (as in France, Malawi
or Mozambique) or operates onlyingdeabeatotheet 0 sy
school of their choice (as in the UK or Lesotho). In each case, new and experienced
teacher8 reluctance to work in disadvantaged urban and rural or ethnic minority areas
creates significant challenges and a need to develop genuadiies to attract teachers
(see also 1.1.1; 1.2.1). Centralfiyiven placement policies may rely heavily on assignment
of newly graduated teachers to less desirable geographic areas or schools. However, in the
interests of both career and job satisfatt{see module 2) and avoiding that the most
deprived schools and learners are routinely assigned the least qualified and experienced
teachers (1.1.1), policies should balance individual teacher and overall service needs by
linking first assignment with tresparent and equitable transfer criteria (1.6.4) and the
necessary incentives to also attract experienced and qualified teachers. Safeguards need to
be in place against abuses, as in many countries, entrenched deployment policies and
practices, particulayl f or f i r st assignments, -sdelengd t o
activitydo @Bennell, 2004:

-2

50. As with decisions on initial appointments, deployment policies for newly qualified
teachers will vary according to the national context but in all casesdsbperate on
principles of equity, merit and transparency. They should take account of specific needs,
assigning:

y  men or women with family responsibilities, particularly with children of or below
school age, to postings which are compatible with theilrhéht of those
responsibilities;

y  single women and teachers from ethnic minorities to areas where they will not be
vulnerable;

y  disabled teachers to postings with adequate infrastructure to carry out their
professional duties and access to appropsiapport and medical facilities;

y  teachers living with HIV and AIDS to postings with access to appropriate support and
medical facilities.

51 Initial teacher postings may also take account of the isolation factor by posting newly
gualified teachers in pairs.

1.6.3. Deployment to rural and remote
areas for all teachers

52. Strategies to redress deployment imbalances and overcome the challenges of deployment
to disadvantaged urban, rural or ethnic minority areas do not simply rely on postings of
newly qualifiedteachers as part of initial recruitment. A mix of incentives for experienced
teachers as well to take up postings in unpopular areas, or the mandatory transfer of
teachers have been advocated or applied. The ILO/JUNESCO Recommendation
recommends the propercentives by means of special provisions for teachers in rural or

remote areas, including fdec eizedr ehnoti@sh:on g(, pr
paragraphlll), and the payment of removal and travel costs for teachers and their

families, incldi ng fAspeci al travel facilities to en
standardso and yearly travel expenses bet w

(paragraph 112). Where hardship allowances are paid, these should be taken into account
for pensiam purposes (paragraph 113).
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53. The major challenge to such policies in developing countries is financlahited
education budgets. A less costly (though not completelyfomes)t policy relies on priority
access to training and CPD, including flexible Isoand study leave: career structures and
deployment policies may associate fixedm deployment of qualified teachers to remote
areas with access to further training and-fesstk career advancemeriok 181 see
also2.6.2).

Box 18
Diverse policieststaff rural and remote schools

Strategies to staff rural or remote schools in Latin America

One or more HRD measures may be employed to deal with the challenges of recruit
remote areas. In Bolivia, Chile, Cuba, Ecuador, El SalvadeyRdoadua, Peru and Venezuela teg
working in rural or remote areas receive salary bonuses and other incentives. In Peru an
teachers begin their careers in rural or less developed areas. Teachers living in isolated g
recéve both an allowance and priority in being granted tenure.

Teacher deployment in rural areas: lessons from Mozambique

In Mozambique, teachers who locate to rural areas receive financial bonuses based on
degree of isolation of the sdHowlever this incentive is undermined by two factors: the payment
the teach& administrative grade, which is in turn based on academic qualification. Teacher
grades of the systérthe majority of primary school tedchexsie a negligible bonus or none a
Furthermore, teachers in highly populated urban areas are able to earn a significantly higher &
multiple shifts (p@r cenof basic salary for two shifts). Consequently the rural allowanceraite
significant numbers of teachers to teach in rural areas. Incentives therefore need to be signifi
be effective and they may be negated by counterincentives to teach elsewhere.

Source: Latin America: CEART, 2009; UIS, 2006; UNBSK@Gx#nbique: Mulkeen and Chen, 2008; VSO, 2(

54. As part of solving the ruralrban divide in teacher deployment, data management
techniques may be utilized. These include collecting and making use of data on PTRs to
reduce disparities in teacher tlgpnent (World Bank, 2006). An innovative approach
comes fronthe Philippines (bx 19).

Box 19
Use of data to reduce disparities in teacher deployment in the Philippines

In the Philippines, usi ng a Mfareaxoloscbdedvaccsrgird
to PTRs. Making the information available and easy to understand has led to better channellin
positions to shortage areas and the systematic transfer of vacant positions from surplus to shgq
resui, all new teaching posts created in 2006 were allocated to red or black zone schools, na
in need.

SourceWorld Bank, 2006.

1.6.4. Transfer criteria

55. Transfers of teachers between schools and between geographic regions should respect and
balance individual teacher emploggmeeds. The ILO/UNESCO Recommendation states
iteachers should be abl e, subject to thei
one type or | evel of school 1966: paragiphd@)e r  wi
Policies and procedures governing transfers should be transparent, known to teachers, and
based on principles of equity and ngdiscrimination so that, for example, women, ethnic
minorities, disabled teachers and staff and those living with Hévraated equitably and
without discrimination.They should include provision for teachers whose personal or
professional circumstances change (health, family responsibilities, further training and
qualifications, promotion or conversion to different jdle obtain a transfer, in as far as
this is compatible with staffing needs in the respective schools and(beag0) Such
transfers should not affect their conditions of service and career progression. In particular,
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1.7.

56.

57.

pension entitlements should bertséerable from one level of adation or employer to
another.

Box 20
Criteria for priority transfer in France

In France requests from teachers for deployment or transfer may be given priority o
personal and professional grounds:

Yy ateacher has a physical disability;
Yy ateacher requests transfer or deplograkbmiv them to live with their spouse;

Yy ateacher requests a transfer after five years or more working in a school in an urban are
social and secuptpblems;

Yy apost requires specific professional qualifications.
SourceMEN, 2009

Background checks and criminal record checks applied in transfer situations should
observe the principles laid out in section 1.3.2, and may be particularly important
decentralized education systems without national TEMIS to help institutional or local
education authorities to verify the background of teachers on transfer.

In addition to the transfer of teachers to different schools and geographical areas, the
ILO/JUNESCO Recommendation calls for education services and individual schools to
provide adequate opportunities for and recognition of additional responsibilities with due
regard to their teaching workl966: paragrapil). Standards and mechanisms should
exist for movement between different levels of the education system, so that teachers who
wish to undertake additional training, to convert to working in teacher education or
management (see 1.14), or to undertake additional professional responsibildfesssu
administration, educational planning, curriculum development or teaching and learning
materials design, may do so without prejudice to their conditions of service and career. In
particular, pension entitlements should be transferable from one léveducation or
employer to another.

Management of deployment and transfers

58. In order to ensure a smoathnning and equitable deployment and transfer system, rather

than one which is ad hoc, inefficient and subject to patronage, it is importanhe¢hat t
management of deployments and transfers should employ mechanisms based on
transparent, equitable and systematically applied criteria. The effective use of
TMIST EMIS, where appropriate and available, can help to ensure that deployment and
transfers arenanaged appropriately, in a manner which, as far as is possible, reconciles the
wishes and needs of individual employees with the needs of educational establishments
and the wider national education system (see 1.1.2). Where education systems are
decentrdked effective systems and mechanisms for communication, coordination and
interactions between inspectors, national, district and local management will facilitate this.
Managers should provide clear, transparent information to teachers regarding the
mechaisms and criteria for deployment and transfer at the beginning of a teaching career
and thereafter on request, including procedures for requesting transfers at short notice for
personal reasons. This may be integrated into thesselfce HR functions of
TMIST EMIS, where appropriate (see 1.1.2).
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1.8. Induction of newly qualified teachers

59. It is good practice for teachers to undergo an induction process to ensure they receive
adequate support at the beginning of their career or when they move to aleeww
school. The induction process may occur during the probationary period, if there is one, or
at another time; within systems which do not include a probationary period it is strongly
advised to preide induction for new teacher$ Induction, profesional support and
mentoring programmes for beginner teachers can enhance the job satisfaction and
effectiveness of new teachers, and improve retention: school districts idSHeave
managed to reduce beginning teacher attrition by more than two thirgsokiding
mentoring to first year teachers (OECD, 2005). On the other hand, where teachers are
ithrown in at the deep endd with |little or
frequently has a negative impact on motivation and leads to aattrfBennell, 2004;
BennellandAkyeampong, 2007).

1.8.1. Induction procedures for new
and returning teachers

60. Induction programmes for beginning teachers are mandatory in some countries; in others,
induction is at the discretion of the school or the individual teacher; some countries do not
offer formal induction. The duration of new teacher induction variesEE@ countries it
ranges fromsevenmonthsin the Republic of Korea (se@X 21) to two years in Canada
(Quebec), Switzerland and parts of ths8 (OECD, 2005). The beginner teacher receives a
salary during induction and may have a reduced workload to &ihogvfor professional
development and mentoring by a designated mentor. Teachers returning to the profession
after a career break should also be offered induction as an opportunity to update skills and
renew confidence (see also 1.2.4 above).

Box 21
Induction in the Republic of Korea

Teacher induction in the Republic of Korea begins -witlela gesdod of gaployment training
the metropolitan and provincial institutes of educational training, foctedetgddiad and practi
tasks ad emphasizing student guidance, classroom management skills and basic teacher ¢
recruitment, new teachers take partimengitong field training led by the school principal, vice
and advisory teachers that encompassesiomstr guidance and evaluation, classroom supervisio
assessment, and assistance with administrative tasks. A third phase involves reflection ang
other beginning teachers and teacher educators.

Source©QECD, 2005.

61. Where new teachers are posted to rural, remote and minority population areas, it is
essential that they receive adequate induction to teaching in this specific context: the
absence of adequate professional support to teachers in isolated contexts d¢analead
downwards spiral of low motivation, poor quality teaching and attrition (Berarell
Akyeampong, 2007; VSO, 2008The provision of effective induction to teachers in
remote areas needs to form part of an effective policy for staffing remote schibils,
integrates recruitment, deployment, incentives and questions of professional support. The
induction process takes place before deployment to the remote area (sgéeelkam
Australia, lox 22).

2 Probation is a trial work period which needs to be successfully completed to achieve full
certification (see 1.4), whereas induction refers to the professional support provided to new teachers
at the start of their career; in praetithe two periods may overlap.
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Box 22
Attracting teachers to remote and rural airetfse states of Queensland and
New South Wales, Australia

The Queensland Remote Area Incentive Scheme provides teachers in remote rural scho
of financial benefits and support, including induction programmes for newly appointed teag
preparing for service in rural and remots,sptexty compensation benefits, incentive benefits, ¢
travel leave and help with travel calgpdodast

In New South Wales, asprgice teacher education programme gives studiamis éxgterience
living and teaching in rurakarea

SourceOECD, 2005.

1.8.2. Mentoring programmes, operational
methods and resourcing

62.

63.

The induction process will ideally involve regular mentoring with a designated mentor,
who should be an experienced teacher, usually a more senior colleague, @l h

head teacher. The mentoring role may include help with lesson planning and assessment,
assistance in translating theory acquired during teacher training into good classroom
practice, reciprocal classroom observation, and discussion to talk thraoblerps
encountered and provide advice, encouragement and support. School management should
provide support for the mentoring process by promoting this as a priority and ensuring
both mentor and beginner teacher have sufficient time, space and resouthesaftivity

to be carried out in a satisfactory and productive manner. The mentor may have a reduction
in teaching hours or may be remunerated for this role. Where possible, mentors should
receive training in mentoring techniques.

Research and practicen the United Statessuggest that well designed mentoring
programmes based on highality instructional mentoring (selection of experienced
teachers for this task and their training is crucial, as well as adequate time with novice
teachers and coordinatioof their work with school leadership) have the capacity to
improve new teacher performance and commitment to their jobs as well as enhance
learning outcomes (Coopeand Alvarado, 2006; Moir, et. al, 2009). Mentors may also
improve their own practicbased on their mentoring experiences (OECD, 2005). Norway
provides an exani@ of one mentoring programmeofb23.

Box 23
Mentoring practices in Norway

In Norway, school principals are asked to assign an experienced staff member who it ¢on
guide new teachers. The teacher education institution provides these mentor teachers with {
guide new teachers and also takes padhiadhguidance. New teachers take part in local suppor
and in sessions with newhexadrom the other schools involved in the programme to help with d
for new teachers, such as student behaviour and collegial relations.

Source©QECD, 2005.
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Box 24
Pause for reflection on mentoring practices

What are the masiportant attributes school managers should look for when assigning me
teachers? Rank the following in order of priority.

Mentors should:
(a) have at least three years teaching experience;
(b) be at least 5 years older than the new teacher;
(c) possess good communication skills and an approachable character;
(d) be enthusiastic and willing to undertake the role;
(e) have enough time to undertake the role in addition to their other duties;
(f) be trained to undertake the role;
(g) be consideredad teachers and role models by colleagues;
(h) be popular with students.

How are mentors chosen in the context in which you work?

64. In addition to mentoring of beginner teachers as part of induction, more experienced
teachers can benefit from mentorirgart of CPD (see 8.4).

1.9. Service conditions for women and men with
family responsibilities

65. Providing familyfriendly working conditions is good practice for two reasons:

y the ndAethical caseo: t o s uppoppdrtuniies br pr ot
men and women and promote good parenting andheéllg for children;

y theiprofessional/ HR casebo: to enhance mot
with family responsibilities, and promote recruitment, retention and the return to
teading of this precious group of workers (see also 1.2.4).

1.9.1. Conditions for maternity protection

66. Support to teachers when they become parents and to encourage them to continue in
teaching and/or return to teaching at a later date requires the establighinconditions
that allow them to combine the challenges of their working life with the responsibilities
and demands of being a new parent. In accordance with national legislation, these may
include maternity leave, paternity leave, parenting leaverighe of return, including
return incentives where applicable, providing facilities for breastfeeding mothers,
providing childcare facilities and flexible hours, including the possibility of-{iaue work
(see 1.9.2).

67. The ILO/JUNESCO Recommendation state a t AEmpl oyers shoul d |
terminating contracts of service f1666: r eas:
paragraplbb).

68. The ILO& Maternity Protection Convention, 2000 (No. 18@),0, 2000a), sets out a
number of principles to ptect the employment of female employees who become
pregnant, and to ensure that maternity does not constitute a source of employment
discrimination. These include:
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y  the right to return to the same position, or an equivalent position paid at the same rate,
at the end of maternity leave;

y  the outlawing of mandatory pregnancy tests during recruitment procedures; and

Yy maternity leave of not less than 14 weeks, including at least 6 weeks after childbirth
(see ILO, 2000a for more details).

69. The Maternity Protetion Recommendation, 2000 (No. 19{/)LO, 2000b), establishes
principles of fathe@entitlement to paternity leave (see ILO, 2000b for more details).

70. In accordance with national practice, the employed mother or father of the child (including
adoptive parents) should be entitled to parental leave during a period following the expiry
of maternity leave (ILO, 2000b, art 10).

1.9.2. Working time and leave provisions for care of
children and other family dependants

71. In many countries, social policy designed to support workers in reconciling work and
family life includes the promotion of familfyiendly working hours compatible with the
care of children and ck or elderly familydependars (see also 1.10.1; 4.2.7). To be
compatible with family life, hours of work should be predictable (but not necessarily
standard). Flexible working time measures that are compatible with teaching and the
structure of the schbday include:

y  shorter working hours, such as p#rhe work;
y  compressed, fouday working weeks;

y  work-sharing and jotsharing; and

y individualized working hours (ILO, 2004).

72. Flexible working hours have to be associated with regular and retiabtees of income
necessary for financial security and independence. Family and tax policies also need to
reflect the presence of working parents, including single parents andataak families,
in the workforce (ILO, 2004)

73. Where teachers are caring felderly or sick relatives, including those living with HIV and
AIDS, in addition to flexible working hours, measures to provide practical and material
support, such as hontmsed care and antiretroviral (ARV) treatment or therapy, will
enable teachers tmntinue with their teaching work, reducing the risks of absenteeism and
increasing motivation and commitment.

74. Flexible working hours depend in part for their success on the availability of affordable
public or private childcare. The ILO/UNESCORecommendation states that:
Afarrangements such as c¢cr ches or nurseries
care of the children of t ¥6a6cpamgrapbbwThese f a mi
may be provided by the employer, within or ousithe workplace; alternatively the
employer may provide financial support towards childcare. Gfaité and family services
and facilities should be safe, clean and run by adequate nunilberisied, competent staff
(seeWorkers with Family Responsibildgs Recommendation, 1981 (No. 165)
paragraph26/1-3) so as to ensure high quality childcare for teaching parents.
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1.9.3. Postings as single teachers/parents
or with spouses

75. The ILO/UNESCO Recommendation advocates measures that permit women teachers with
family responsibilities to obtain teaching posts close to their homes and to enable married
couples, both of whom are teachers, to teach in the same general neighbourhood or in the
same schooll966: paragraph7).

76. Teachers with family responsibilitieseanot able to dedicate sufficient attention and care
to their work if they are not able to reconcile this with caring adequatetiidorfamilies.
Family friendly deployment policies should therefore favour postings of teachers who have
children where ggropriate childcare and school facilities are available, with particular care
taken regarding deployment to rural and remote areas, especially folemeiryemale
teachers, for reasons of security and, where relevant, cultural norms. Family unification
policies should allow for the transfer of one partner where married couples or couples with
children are working in zones which are too far apart to allow them to live as a family.

1.10. Part-time service

77. The | LO/ UNESCO Recommend aittes and schaola tsteodd t h a |
recognize the value of pditne service given, in case of need, by qualified teachers who
for some reasonamnot give fullt i me s £966vdarageapbo)(

1.10.1. Criteria and terms for part-time postings
including job sharing arrangements

78. Many countries and school systems allow {iane teaching to meet service needs and as a
way of retaining teachers who might otherwise be obliged or choose to leave the
profession. A teacher may work pdirhe at some stage in his or herdieimg career for
reasons of health, family responsibilities (see 1.9.2 and 4.2.6) or other personal motives.
Parttime teaching in some countries is used effectively to reduce working time for
teachers at the end of their careers, as a transiioetiranent. The need for school
organizatiorand management to be flexible in order to accommodate such arrangements is
compensated by the advantages of recruiting or retaining valuable teachers whaoatou
otherwise be available.

79. Job sharing is another mode of flexible working, in which two teachers share etieéull
post. It differs from partime work in that, although each teacher works-paré hours,
they take joint responsibility for a fulime post, and the accompanyimgties and
responsibilities. The job shareosganiz their division of the teaching and other tasks
which make up their job, which dispenses school administrators and managers of this task.

Box 25
Pause for reflection on pdéirhe and jolsharing arrangments

1. What are thi@) advantagéls) disadvantages of wyedllified, experienced teachers taking-tirepa
postings or job sharing?

2. What are the current provisions ftinfgapostings and/or job sharing for teachers in your cou
dothese work in practice? Would encouraging ntione pastings and/or job sharing help to
valuable teachers?

3. If so, what policies and strategies could be put in place to enhance the advantages ar
disadvantages?
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1.10.2. Salary and other benefits (leave, social
security/protection) on a pro-rata basis

80. The ILO/UNESCO Recommendation recommends that: teachers employed regularly on a
parttime basis should have:

(a) proportionately the same remuneration and basic conditions of wmghd as
full-time teachergsee also box 26)

(b) rights corresponding to those of ftilne teachers as regards holidays with pay, sick
leave and maternity leave, subject to the same eligibility requirements; and

(c) adequate and appropriate social s#guprotection, including coverage under
employerépension schemed966: paragrapg0).

81. The ILOPartTime Work Convention, 1994 (No. 175ates that pattme workers should
receive the same protection as comparabletifukt workers in respect of:

(a) the right to organize, the right to bargain collectively and the right to act as wiborkers
representatives;

(b) occupational safety and health; and

(c) discrimination in employment and occupation (ILO, 1994, Article 10).

Box 26
Policy and Guidance frothe National Union of Teachers (NUiitgdKingdom

The following key principles should be included in school pay policies.

Yy The governing body will ensure that the patinoé pesichers is assessed on the same basis
fultime colleagues;

Yy All partime teachers will be provided with an individual contract of employment clearly
contractual working tiffimetabled teaching time should include an appropriate element f
preparation and assessment (PPA) time-aadtachtime for additional responsibilities which
that for full time teachBieected time for ieaching duties should similarly be allocated on tf
basis as for full time teachers.

Source: NUT, 2010

1.10.3. Conditions for transfer to full-time postings

82. The ILOPartTime Work Convention, 1994 (No. 1783lls for appropriate measures to be
taken to ensure that transfer from fiithe to paritime work or vice versa is voluntary, in
accordance with national law and practice (ILO, 1%%dicle 10). Where compatible with
institutional and school resources amjanization the flexibility for teachers to transfer
between fulitime and partime work can be a valuabkdement of a flexible or family
friendly working policy. As far as psgle, in order to support teachersoirganiazng and
reconciling their working and personal lives, employers should endeavour to ensure that
such transfers only occur at the request of the teacher.
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1.11. Replacement, substitute teachers

83. When regulateachers are absent from work due to illness, study leave or CPD or for other
reasons, they need to be temporarily replaced. Where there is not a ready source of
replacement or substitute teachers (also known as supply teachers), or where the financial
means to pay them are not available, school programmes and stueigundstion are often
disrupted and/or other teachers will have to teach the classes in addition to their own. Such
difficulties are particularly acute in remote and rural areas where thgrdena shortage
of teachers.

1.11.1. Recruitment standards and conditions

84. Around one half of OECD countries use some form of replacement teacher pool to manage
shortterm replacements, whereby teachers, including some who have recently retired from
full-time teaching, are recruited on a contract basis by the relevant education authority to
coverfor shortterm absences (seex27).

85. Some countries (for example Denmark, England and the Netherlands) also make use of
private employment agencies to obtainrstierm replacements (OECD, 2005).

86. Whether recruited centrally or by the local education authority or school, replacement
teachers should be subject to rigorous recruitment requirements and the same background
checks as permanent teachers. The recruitment process should be based oespoincipl
equity and transparency and a commitment to equal opportunities asttisaomination
(see 1.3).

1.11.2. Transition from replacement
to permanent status

87. Where compatible with national needs and resources, provision should exist for teachers
with the requisite qualifications to move from replacement to permanent status. As far as
possible, in order to support teachersonmganizng and reconciling their working and
personal lives, employers should endeavour to ensure that such transfers only tiezur a
request of the teacher.

Box 27
Therepbcementdgacheipool in the Flemistommunity of Belgium

During the late 1990s in the Flemish Community of Belgium, the number of permanent te
declined, discouraging beginning teachers edituifffaalties in obtaining secure appointments: n
teaching altogether. The Replacement Pool, which was introcdt2 is2@00up of teachers whg
salary is paid by the Ministry of Education and who stipply s&amting for schodleachers arg
nominated to work in a particular geographic area, and are available to work in all the schoo
the pool . Successful applicants are assign
to replace teamts in other schools. Schools find it easier to locate replacements for absent teg
able to assess the suitability of new teachers frrfomests. Beginning teachers have job securi
salary for at least one year. Teachers getiurthie profession or other employees who are cons
teaching career can also register for the pool.-Birds @fd-lemish schools participate in the pool.

SourceOECD, 2005.
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1.11.3. Alternatives in systems without
substitute provision

1.12.

88.

89.

90.

Co
91.

92,

Where substitute teachers are not available or affordable, in some education systems a
number of other types of teachers, who may be outside the civil or public service, are used
to cover when qualified teachers are unavailable or absent:

y volunteer teadbrs, who are unpaid;
y fiparad or contractual teachers, who are pali

y  private teachers, paid from school funds, exist in some schools, particularly in church
schools where funds are raised through voluntary contribg@ibamotse et al2005
on Lesotho).

Whilst these solutions fill gaps in situations where qualified teachers are not available,
there are significant questions regarding the quality of the teaching they are able to
provide, their status and conditions, ahée loss of esteem and respect for the teaching
profession associated with the widespread use of unqualified teachers. Ideally, these
solutions should be considered as siemn measures, within the context of mediwand
long-term strategies to phasetdahe use of untrained teachers, as sufficient numbers of
gualified teachers are recruited.

Other responses to the problem of replacing absent teachers include:

y multigrade teaching, where one teacher teaches two or more grades simultaneously
(though ths often equires specialized training);

Yy head teachers covering for absent staff, often at the expéribeir management
function.

ntractual, auxiliary and fAparao teachers

The I LO/ UNESCO Recommendati on s ethsolsweltoandar d
are responsi bl e f orl966:paragrepti(e))ciriuding contractual pupi | s
teachers (see 2.2.5 and 8.2.2).

Contractual teachers are often used as a response to difficulties in recruiting sufficient
numbers of qualified teacteror to meet budgetary restraints. They are recruited by many
governments as part of the drive to extend educational access to all children by 2015.
Local recruitment on temporary contracts is often driven by the motivation to enhance
local accountabilityand provide incentives to teachers to reduce teacher absenteeism and
improve their performance. It can also ensure teachers are familiar with local environment
and speak the local language, and help to increase numbers of female teachers. Local
recruitmen on a contract basis is also driven by a desire to ensure that there are teachers in
hard to reach areas (Duthilleul, 2005: Fyfe, 2007).

SContractual teachers are also referred to as i
community teachers.

36
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93. 1 n many devel oping countri es, contractual
programmes where pervice trainings compressed or abandoned completely, salaries
are | owered, wor king conditions are poorer
recruitment is often accompanied by the mandatory early retirement of more experienced,
and often more expensive, teacheavigh the aim of cutting costs even further. In parts of
West Africa, professional teachers now make up less thapeB@entof the teaching
population (GCE, 2006:28). The employment of paachers, who often do not have the
right to collective bargaing, undermines the bargaining power of unions so they can no
longer negotiate liveable wages, fair contracts and decent working conditions, creating
inequality in the delivery of education (GCE, 2006:28j. The existence of two parallel
entry routes, sindards of qualifications and training and conditions of service undermines
the integrity and credibility of the profession and its ability to deliver good quality
education in decent conditions (Fyfe, 2007).

1.12.1. Conditions for phasing out contractual
teacher policies

94. Regular and contractual teachers and many international bodies who have analyzed their
situation are calling for the progressive phasing out of contractual teacher policies, in
favour of the systematic recruitment of weliined profesional teachers employed under
standard terms and conditions (ILO/UNESCO, 2007 and 2010).

95. Each country should develop and put in place strategies to move away from parallel
recruitment, employment and reward systems and towards a unified teaching qmofessi
with single recruitment, reward, training and professional development processes. In most
cases, creating a unified teaching force will require more investments in education and
therefore teaching, especially where current investment levels are losx&oiple at per
cent or less of GNP) and/or a low government priority (less thanp@0 centof a
governmerds budget), either by more innovative or more systematically applied means of
raising government revenues or by substantial reallocations of tanglgeiorities, or a
combination of the two. Setting a deadline for such integration would help to ensure that
the objective is attained.

96. Such strategies should aim to progressively incorporate existing contractual teachers into
the profession, by extending specially adapted teacher training opportunities to them,
designed to bring their professional skills, knowledge and performanceniatwilih those
of standard teachers. Upon successful completion of the training, they should be eligible
for certification and incorporation into the standard career and reward structure for the
teaching profession, and have access to meaningful CPD. &mmoiisly, strategies
should be adopted to increase and maintain motivation, retention and performance amongst
all teachers. Qualified teachers who are currently unemployed should be given priority
over contractual teachers as positions become vacantcioitreent. The phasing out of
contract teachers should be carefully planned as a gradual process to avoid negative impact
on access and quality, and should be carefully costed adequately resourced
(Fyfe,2007: 18).

97.The recommendat i oinsc onff erhen chdeadme ketdbimBWati a c t u &
in 2009 (lox 28 set a target date of 2015 by which the recruitment of untrained teachers
should have been gradually phased out in African countries. It also calls for the recognition
and support of all cagories of teachers in their professional and career development, and
for teacher training and professional development to be set within a global vision that
integrates lifdong learning (ADEA, 2009).
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Box 28
Some recommendations from the Bamako + BreasE on contractual teachers

Accelerate the training and integration of contractual teaehgublintsdtvice.
Formulate policies and strategies to ensure that all new teacbefficientjugervice training.

Increase the nationapacity for training sufficient numbers of teachers and strengthen the
existing teacher tiag institutions.

Develop innovative and complementary ways of preséduncepraining and continuing profes
development, includings 1&1d Opeand Distance Learning platforms.

Develop teacher qualifications frameworks and joint teacher traimeggmoggoouessibased
on minimum criteria.

Reinforce school leadership through systamaticfor school improvement.

Setup transparent recruitment mechanisms based on agreed criteria both at the central a
levels.

Promote national policy dialogue among all stakeholders to ensure that the minimum bud
to education is no less thgre2@enof the national budget.

S S O S S

Put in place education management information systems that generate reliable data for e
implementation, monitoring and evaluation of teacher management issues.

SourceADEA, 2009.

98. In fragile states or countries experiencing state collapse, contractual teachers are being
used as a shetérm measure by international agencies providing education services in the
absence of government provision. In the longer term, the capacity ofngomets in
fragile states needs to be developed to take over this role and develop systems able to train,
recruit and retain an adequate supply of professionally trained and motivated teachers
(GCE, 2006: 29).

1.12.2. Recruitment standards and procedures

for contractual, auxiliary or
paraprofessional teachers

99. Given the diversity of contractual teachers, and pending eventual termination of such
policies in favour of an integrated teaching force in which all teachers meet national
gualification standardscertain guiding principles may assist education authorities in
recruiting and developing less than qualified teachers:

y  Establish simple aptitude measurements for candidates through direct interviews
and/or written examinations, excluding those consdiaer@pt for any teaching
assignment.

y Ensure a minimum of initial preervice training (six months was recommended by
the first conference on contractual teachers in Africa, Bamako, 2004) that focuses on
the pedagogical approaches most likely to encoulegming in often challenging
conditions (remote and rural areas, ethnically and linguistically diverse student
populations, large class sizes and lack ofdi@saching/learning materials).

y Provide similar induction and support processes to thoseablailo other beginner
teachers, either through the national, regional or local recruiting authwrity;ough
sclool leadership (see also 1.8.1).

y  Assign initial teaching workn posts where experienced (and properly trained) senior
colleagues aravailable to provide mearing support (see also 1.8.2).
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y  Carry out assessment of performance at an early stage; successful completion of the
assessment and induction process should constitute a requirement for certification as a
qualified teacher at faiture date

y  Set up a timetable for professional development opportunities to address weaknesses
in the initial training or identified from the induction, mentoring and assessment
stages; such training should be mandatory and available to all suchrseauitie
particular attention to those serving in rural and remote areas; successful completion
of such training would constitute another indicator for certification as a qualified
teacher.

100 Examples of the application of some oésle provisions are prowd in ox 29.

Box 29
Recruiting and supporting contractual and unqualified teachers in Gambia and Senega

In theGambiaa Primary Teachers Certificate Extension Programme was introduced in-2(
service qualification of unqualified tedblegosogramme combines direct instruction during schog
with open and distance learning and mentoring during schioelgeygramme is designed to provig
same amount of direct instruction hours as the traditional PTC residpragairaiméngnd the sa
qualifying exam is administered at the conclusion of both programmes. Moreover, a schq
manual encourages head teachers to pair unqualified teachers with more experienced colleag
of their work.

Senegalintiated widespread recruitment of contractual teachers beginnidyen th@dgears
improvements have been made in the recruitment, employment and professional developn
what are called voluntary (volontaires) and contractual teachers:

Y Minimum academic qualification increased from lower secondary (BEFM) to upper sg
degree;

Increased initial training to nine months and creation of a special pedagogical corf
professional development;

y

Yy Benefits including figrand housing allocations, medical care via a special mutual fund, re
social security benefits;

y

Eligibility for professional exams giving access to higher career posts and clear steps fd
career | adder 0(ftmomointhirtaicaluafivalourti eved
for obtaining such status.

SourceGambia: VSO, 2011; Senegal: Diay& R0l Senegal, 2009.

1.12.3. Criteria and procedures for integration
as permanent teachers

101 Mechanismshould be available for teachers recruited through contractual teacher training
schemes to apply for and receive certification. These mechanisms should be defined by
each national employer around the principle that teachers recruited through contractual
teacher training schemes should benefit from significant induction and professional
development and the opportunity to gain adequate professional experience before they are
eligible for certification (see 1.12.2pnce certified, there should be provision fieem to
join the standard career and rewards structure and become eligible for the same conditions
of service and CPD opportunities as teachers who have followed the regular training and
qualification route (see 1.12.2).
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1.13. Retention policies

102

103

104

105

Given the difficulties experienced by many countries in recruiting sufficient numbers of
trained teachers, retaining the existing teaching stock ought to be a policy priority. Yet
teacher attrition is a major problem in many countries, particularly in the ¢gévghvorld

(GCE, 2006).Teacher retention/attrition is directly related to teacher motivation and
morale, which are in turn connected to a whole variety of factors such as working
conditions, rewards and incentives, opportunities for CPD, conditions ofoymgnt,
effective management and support, prestige and professional credibility (Bennell, 2004;
GCE, 2006; VSO, 2008; ILO/UNESCO, 2007 and 201Bgcause of these complex
interactions, retention policies need to be well integrated with other wider poliitiein

and beyond the education system.

An effective retention policy needs to be based on knowledge of actual staffing needs,
using EMIS TMIS where available (see 1.1.2), and should involve monitoring attrition
rates so as to be able to set teach@ntion targets as part of the HR planning process.
Although attrition rates are notoriously difficult to calculate, better use of existing human
resource databases can help provide timely information on the rate of attrition of teachers
at different leels (primary and secondary for example), their postings, subject
specialization and qualifications, ethnic or linguistic backgrounds where relevant, as well
as the reasons for departure and impact: attrition tends affect the least desirable postings
more teavily (Teachers for EFA. 2010). Models will make informed assumptions, based
on the available statistical data, and may be revised as and when additional or more
accurate infanation becomes available (sezx?29).

Effective retention policies also regaian understanding of the factors that are currently
leading to attrition and strategies for reducing these as far as possible. Attrition comprises
resignations, retirements, dismissals and deaths (GCE, 2006) and its effects are
compounded by lonterm illness and absenteeism, as well as by low teacher motivation
and morale due to a number of factors that need to be well understood so as to be
effectively addressed (VSO, 2008; Teachers for EFA. 2010; UNESCO, 2009). Whereas it
is not possible to entirely verse all of the negative factors driving attrition decisions,
policies should seek to reduce their impact, and need to be well integrated with wider
policy, within and beyond the education system.

For example, where there are high rates of teacher abssnteand attrition due to
preventable or treatable diseases, including HIV and AIDS, the policy should address these
factors in coordination with wider national health and education sector policy. In addition
to introducing professional, managerial and enat incentives to renotivate disaffected
teachers and encourage them to remain, as well as adopting policies that better select
teacher candidates and create service ohtigaton completion of training ges 30 and

31), retention strategies might inde inviting newly retired teachers or mothers who have
taken career breaks to bring up children to return to work part time or with specially
adapted hours and conditions of service.
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Box 30
Example of assumptions made in modelling the impact ofittreahicidence of
HIV on teacher attrition rates

Concerning the rate of attrition, the minimum ipeetatdhd it increases along with the incig
of HIV and AIDS in the country. Thus, attrition is estimated at:

Yy 3per cenfior countries wieethe incidence of HIV is bepmwy &ent
Yy 3.5per cenfior countries where the incidence of HIV is beeveemdhd 1Qer cent
Yy 4per cenfior countries where the incidence of HIV is bepgeeerihd 1%er cent

Yy 6per cenfior coumies where the incidence of HIV is qpaarcent

SourcetUNESCO, 2009.

Box 31
Challenges in retaining trained teachers: an exampld/fsaambique

In Mozambique, teacher training institutions are seen by many as a means to obtai
professional qualification, which will improve general employment prospects within the public
Many graduates of such institutions never actually teach but go straight into other jobs. It i
recruitment to these instrucsbosld be more selective and transparent, targeting candidate
committed to becoming classroom teachers. A further suggestion is to make working as a teg
period (for example two years) a condition for benefiting fronmagdiidiabher training degree.

SourceYSO0, 2008.

Box 32
Pause for reflection on teacher attrition and retention

1. Is retention of teachers a challenge in your country? Is the rate of attrition known an
mechanism? If a challenge,ardhe main reasons for teachers leaving the profession or the

2. What are the current policy provisions to reduce attrition and promote teacher retention
work in practice? How could they be made more successful?

3. What other pglimitiatives would help promote retention? How should these interact with
and strategies, for example those designed to attract new applicants for teacher trair
returners and promote flexible working

1.14. School leadership

106 School leadership is aitcal human resources issueofes 33 and 34)The function
involves diverse and demanding functions: setting direction, managing teaching and
learning, developing people (teachers and students) within a professianainde
community, and developing therganization (Leithwood et al., 2006). The skills,
gualifications and personal attributes required of school managers (head
teachers/principals/directors, deputy heads, subject and year heads) are therefore multiple
and varied. Although traditionally school leadership has been drawn from the ranks of
experienced teachers, head teachers and other managers need management training,
appraisal and continuing professional development opportunities in order to provide
classromn teachers with the support and guidance they need. They also need support from
administrative staff so they can focus on teacher management and support, rather than
administrative duties.
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107.

108

109

The 1 LO/ UNESCO Recommendat i on instuaatioa,suctht hat :
as that of inspector, educational administrator, director of education or other posts of
special responsibility, should be given as far as possible to experienced teachers.
Promotion should be based on an objective assessment of thedegualifications for

the new post, by reference to strictly professional criteria laid down in consultation with
teacheréo r g a n i zl866:iparagmpgh43é&nd44). Whilst desirable for those in posts

of responsibility to have teaching experienoel &nowledge of the realities of the school

as a workplace, such experience needs to be supplemented with specific training for posts
of responsibility. Teachers who wish to move from classroom teaching to other types of
education work involving particulaesponsibilities, whether on a temporary or permanent
basis, should have the opportunity to apply for such positions in a transparent recruitment
process. If successful they should receive training for the new role, which in many
countries has become ieasingly sophisticated as the complexity of school management
tasks growslnduction and other forms of profession support, such as mentoring, should be
available during the initial stages of the new role.

Box 33
Pause for reflection: Recruiting and ttgpieg school managers

1. What are th@) advantagék) disadvantages of wetllified, experienced teachers being prom
posts of responsibility in education systems?

2. If teachers are to be promoted to such positions, what policieseantbstdabegiput in place
enhance the advantages and minimise the disadvantages?

For many years, OECD and some other midtieehighrincome countries have required
previous management experience (deputy head/director), provisional appointment before
confirmation or universityevel education atmasters degree level in education
managerant as a condition for promotion or appointment to school head or director.
Increasingly a wide range of countries impose national training standards and have
developed initial or irservice training programmes for school leadership development
(ILO, 2000:35-36).

However, one analysis has suggested that in certain countries head teachers, middle
managers, supervisors and local education officials are often promoted from classroom
teaching into school management positions with little degahtraining. Texchers are
commonly selected for management positions on the grounds of length of service rather
than aptitude. They may even be taken out of classroom teaching and given supervisory
duties because of a lack of aptitude. Head teachers may not be traimexhiare of equal
opportunities principles, leading to discrimination based on gender, ethnicity, disability or
HIV status. Head teachers may favour male teachers over female teachers when they need
someone to deputise for them or take on sought afteesgdind are reported to be more
likely to believe male teachers in disputes between teachers, including those involving
sexual harassment by male teachers (GCE, 2006,igi9%7
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Box 34
Teachers need effective management, supervision and support

Management capacity at the school level is crucial. The quality of school leadership
difference between an orderly environment where teachers perform and children can lear
environment marked by absenteeism [both of studesmtbens{l and classroom indiscipline, poor
maintenance, disappearance of books and materials, and poor relations with parents and th
seen in many education systems. Simple and often costless actions, such as assigning tinéhieg
early grades, ensuring that rules are well understood and fairly applied, adapting the schog
needs of the community, and making sure that teachers show up on time and work grefatiyw
boost student attendance amdihgg Effective management at the school level can contribute
these happen.

SourceBrunsandMingat, 2003; VSO, 2008.

Box 35
Pause for reflection on school leadership roles and responsibilities

School heads are called upon to play adarger of varied roles. Which of the following
constitute part of the responsibilities of a school head?

Running a small business;

Managing human and financial resources;

Consulting with colleagues to adapt the teaching programme;
Taking mponsibility for outcomes;

Offering teaching jobs to family members and acquaintances;
Supporting, monitoring and developing teacher quality;
Engaging with varied evaluation systems;

Strategic planning, assessment, monitoring;

Use of data fonprovement;

Exploring new approaches to teaching and learning;

Supporting collaborative teaching practice;

S L

Raising achievement and dealing with diversity.

Sourceadapted from OECD, 2008.

1.14.1. Qualification standards, initial training and
professional development programmes
for school leaders

110 National policies should specify qualification standards, initial training and professional
development programmes for school leaders. Qualification atdsidvill vary according
to the national context: they will usually include a combination of academic qualifications,
professional teacher training and management training and a minimum period of teaching
experience.
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111 As posts become vacant, they shouldadgertised within and outside the school and a
rigorous application, recruitment and selection process should be operated within a
well-publiazedtime frame. Candidates should be assessed according to clear, transparent,
previously determined criteria, ith the basic qualification staatds as a minimum
requirement (bx 36. Candidates should be interviewed and selected by a panel including
representatives of teachers, parents, school governors (if applicable), in addition to
employer representatives. Their appointment should be conducted according to principles
of transpaency, equity and nediscrimination (see also 1.7).

Box 36
Criteria for appointing school heads in France

Primary school heads are employed by local education authorities. They remain teacher
do administrative work. There are no deputy principals in primary schools.

Secondary school heads are employed by the Ministry of Education ieedl tarepass|ual
examination and an interview before they can be appointed. They must be at least 30 yi@dzasrol
more years of teaching experience.

In France, principals can apply to change pibseaftars; they are not allowed tarsthg same
post for more thiareyears.

SourceEducation International, 2007b

112 Although in many contexts school managers move directly from classroom teaching into a
management role, all school managers should benefit from formal initial tra¥iimeye it
is not possible to offer long initial training courses, short courses followed by induction
and then careestaged personal development anegémnvice training should be provided.
Initial training for school leaders should include approaches tagiag a team, budgeting
and planning skills, principles of supportive and motivational management, including
conducting appraisals and whole school evaluation, and facilitating professional
development activities for teachers and other staff (GCE, 200%: Professional
development opportunities, including mentoring schemes, enable school managers to carry
out their responsibilities in a reflective way. Opportunities need to be created for them to
observe and learn from good practice in other schoolsli@edss management issues with
their peers (GCE, 2006: 49). School managers should be given leave for CPD (see 2.6);
where they are simultaneously discharging teaching and management duties, they should
benefit from a reduced teaching load in order to heféicient time for their managerial
obligations. They should be formally appointed to and remunerated for their management
function(see box 37)

113 Other possible policy options to improve school leadership include:

y  Distributing school leadership, adami a broader, more collegial concept of
leadership and extending leadership training to leadership teams and middle
management (also aategy for succession planning).

Yy Making school leadership a more attractive profession, providing adequate rewards,
which reflect the level of responsibility, and providing opportunities for career
development.
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Box 37
School leaders:dssons from Mozambique

School heads and deputy heads are appointed on the basis of proposals from district
teachers anbead teachers believed the system of appointing head teachers was unfair g
transparency, suspecting that district directors recommended friends, relatives or political
suggested that the process of appointing head teadidekse shore transparent, involving an
recruitment process. Because of Il engthy b
lengths of time, carrying all the responsibility of managing a school without either rece
appointment or the appropriate salary. As many head teachers also teach classes, at least ir|
they have both an increased workload and increased responsibilities, with no corresponding in
This can lead to considerablat@isstion among head teachers, which can in turn affect the mot
teachers in the schd@achers suggested training for head teachers should be mandatory; th
heads should receive the corresponding appointment and rewards.

SourceYSO 2008.

1.14.2. Performance criteria and evaluation processes
for school managers

114 National policy should provide mechanisms for the performance of school managers to be
effectively evaluated, should determine the frequency and method of evalradighould
establish clear and transparent evaluation criteria. Appraisal systems for head teachers and
managers should include gathering feedback on their performance from the teachers and
others they manage, as well as from their own managers (GCE, £280&valuation
criteria will depend on national education policy and priorities and should be closely
integrated with these. According to the national context and needs, these may include
criteria such as student learning outcomes, student and teacheanth attention and
teacher retention outcomes. Effective training should be provided for those responsible for
carrying out evaluations of school managdise evaluation process should not become a
pro-forma, box ticking exercise and should be disceymnough to understand underlying
behaviour patterns which have come about as a result of effective management. Evaluation
and appraisal systems should be integrated with CPD and with opportunities for career
development.
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Module 2: Employment i Career development
and employment terms (including leave terms)

2. Introduction

1. Appropriate and releva employment terms and career development opportunities for
teachers are important for attracting and retaining the most qualified, experienced and

motivated teachers. As t he I LO tripartite
attainable and qualityifelong learning depends in large part on highly qualified and
dedi cated teaching, administrative and sup

case in the context of teacher shortages in many developing and developed countries.
UNESCO Institte of Statistics (UIS) estimates that ssdharan Africa (SSA) would need
between 4 and 5 million new teachers to achieve the Education for All Goals by 2015.
Therefore, attracting and retaining the best qualified individuals is imperative and requires
a areful mix of adequate policies and incentives. In countries where education systems are
expanding, it is an even more pressing challenge. While adequate and decent salaries are
an absolute minimum entitlement, effective leave and professional developmérming

study leave and exchanges with private and public workplaces, can contribute
opportunities that make teaching an attractive profession and retain the best teachers.

2. Surveys have shown that the job satisfaction of teachers is linked to cargeeqs and
job diversity, and that significant proportions of student teachers were attracted to the
profession as a way to maintain a good viibf& balance (OECD, 2005). Teacher
shortages have tended to be less acute in countries where teacherfgtitasie civil
servant or equivalent status and good working conditions (OECD, 2005). Countries that
perform the best in international learning outcome assessments, such as the Republic of
Korea, Canada and Finland, have a teaching profession thati;nHdgh esteem where
strong support is given to teachers via professional development and adequate working
conditions (UNESCO, 2005). Teacher job satisfaction has also been linked to teaeher self
efficacy, positive teachéstudent relations, instructionapractice and learning
achievements, with a strong link to a positive classroom environment (therefore the need
for student discipline) as a key factor (OECD, 2009: 111,i1s® also 4.4.3).

3. As module 1 establishes regarding recruitment, key to creatffigctive career
development for teachers and sound employment terms, with respect to leave in particular,
is adherence to the principle of rdiscrimination in employment, which is highlighted in
the ILO/UNESCO Recommendation concerning the Status ofchiers 1966:
paragraply, Appendix 1). In the same vein, the UNESCO Recommendation concerning
the Status of HigheEducation Teaching Personnel, 1997, callsafgust and open system
of career development including fair procedures for appointment, ternae applicable,
promotion, dismissal and related matters (UNESCO, 1997, paragraph 43a, Appendix 2).

4. This module begins by examining key principles and good practices for job classification
and promotion criteria. It then reviews career developmenipfecific groups of teachers.
This is followed by a discussion of leave terms. The module concludes by discussing the
importance of continuing professional development as well as good practice in the field.
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2.1. Career diversification and job classification

2.1.1. Developing a diversified teacher career structure

5. The importance of a diversified career structure and clear and transparent criteria for
advancement of teachers is made clear in the ILO/UNESCO Recommendation, which
states that teachers shoulddreen opportunities for varied responsibilities and allowed to
move between various levels of schoolidi®@&6: paragrah4Q 43). The importance of
basing promotion on an objective assessment of qualifications and of stability of
employment and tenure itsa highlighted {966: paragraph44 45).

6.A diversified and effective teacher <career
making regarding their choice to join, leave or remain in the profession (OECD, 2005;
ILO, 2000b) and needs to be:

A Responsive to system and individual needs and context specifiCareer structures
should respond to the needs of the education system, so as to promote better
performance and results derived from higher job satisfaction, as well as of those of
teachers, inclding work and family life balance (see section 2.4). A careful analysis
of the reasons behind a teacher shortage, for example, should be carried out before
choosing the right structure. If teacher attrition is the main problem, offering easier
movement beveen levels, type of tasks and responsibilities can be particularly
appropriate. If, on the other hand, the problem is attracting enough qualified
candidates to enter the profession, the focus should be on offering advantageous
conditions from the onsegnd strong support through induction, mentoring and so
forth.

Flexible, with multiple and diverse career paths:Teachers should be given the
opportunity to move towards positions such as inspector, head teacher, or director of
education (see 2.2.2). Hower, a good career structure will also be diversified and
allow teachers who want to keep teaching to do so. Though more diversified career
structures have been developed since the 1990s, in many countries most career
advancement opportunities take teasheut of the classroom (OECD, 2005: 194;

ILO, 2000b: 45), which can create problems both in terms of rewarding and keeping
the best teachers in place, and in terms of offering flexible and therefore attractive
career options.

b=

212.iHori zont al @lopmanteer dev

7. A key problem of many career structures for teachers is that they privilege a vertical route
from teacher to head teacher and higher management positions, thereby encouraging
teachers to move beyond and outside of the classroom, with the camséupee of
experience and expertise within teaching where it is most needed. This is why more
attention needs to be paid to career structures which encourage the best teachers to keep
teaching:

)

within the traditional classroom: the main function remég@ghing;

>

within the classroom for part of the time whilst sharing expertise outside.

8. Inside the classroom:Even within the central task of teaching a class, various categories
can exist depending on experience and skills, and with various levelspohsdslities
(box 1). Moving from one category to another, higher level requires a teacher to
demonstrate greater degrees of knowledge and skill as the principal determinant of
advancement, but may also incorporate esgkagsroom tasks such as willingeeand
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capacity to assist colleagues in their work, assume specialized tasks such as curriculum
development or contribute to school leadership and strategic plans.

Box 1
Diversified career structure for classroom teaching in Victoria, Australia

In theStateof Victoria, Australigthree categories of classroom teachers exist, with corrg
salary range, and a fourth category with greater leadership and managerial responsibilitie
teacher grades there are also possibilities of movisgnamwageiment positions such as grade
coordinator, assistant principal, principal and regional or district official. To move from one g
especially at higher levels, teachers must apply to advertised positions and denilnstrate their

Graduate teachers:
Yy First category for the new teacher, receive support and guidance from teachers at higher |

Yy Focus on further developing skills and competencies, classroom management, subje
teaching practice

Yy Plan and teatheir own classes in one or more subjects

Y May also assist and participate in policy development, project teams and the orgamizalio
activities

Accomplished teachers:
Yy Focus on the planning, preparation and teaching of prograiemeesgedit student outcomes
Yy Teach arange of students/classes and are accountable for the effective delivery of their p

Yy Operate under general direction within clear guidelines following established work
documented priorities

Y May have responsibility for the supervision and training of one or more student teachers
Expert teachers:

Yy Play a significant role in assisting to improve student performance and education outcoms
by the school strategic plan anehidateriorities

Yy Focus on increasing the knowledge base of staff about student learning and high quali
assist their school to define quality teacher practice

Leading teachers:

Outstanding classroom teachers

Undertake leadership masgiagement roles commensurate with their salary range
Responsible for the implementation of one or more priorities contained in the school strate

Coordinate a large number of staff to achieve improvements in teaching and learning

< KNS S

Focus orhe introduction of changes in methods and approaches to teaching and learning

Source: Government of Victoria, 2009; OECD, 2005.

9. Inside the classroom and sharing expertiseThere are a number of ways in which
experienced teachers can be retained in ttesi@ami whilst ensuring that their skills are
more widely shared. Depending on the educa
requirements, these higher level positions may keep the major focus on teaching students
or reduce this role, shifting meremphasis and assigned time to additional tasks such as
mentoring, curriculum development, professional development or school leadership.

A Mentor teachers: Are responsible for the supervision of teacher trainees and/or the
induction of new teachers, as well as providing advice and support, as for example in
Brazil, where strengthening teamwork and knowledge sharing on good practices are
expected of experienddeachers.
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A Advanced Skills or Master Teachers:Provide pedagogical leadership, advice and
support to their peers within or outside their school.
A Curriculum development, research and professional practice specialists:

Teachers can be invited to paipiate in school curriculum changes, research and
advances in professional development and practice.

Higher level career positions usually come with a mix of additional compensation and
reduced teaching hours or more flexible timetabling (see also motlaed 5). Country
examples of these approaches to career development are provided in box 2.

Box 2
Diversified career structures for classroom teaching in selected countries

Mentor teacherdn the province of Quebec, Canada, although the centralpplmyotivalves
teachers moving automatically from one echelon to another every year, there are som
arrangements for teachers who might not want to move into managerial positions once they
top of the scale. One optiomtigehchers with a certain level of experience can work as mentor
teacher trainees. As part of the teacher training programme, student teachers must spend a
hours in schools, working alongside the mentor teachers whouidacheandrgdifferent aspects o
profession. In exchange, mentor teachers either receive a financial compensation or reduced {

Excellent, Advanced Skills or Master Teacherdie United Kingdom (England and Waleg
categories ofaehers were introduced into the career structure beginning in 1998 to provid
options for teachers who wanted new challenges while still teaching: Excellent and Advance
(AST). Both levels are achieved by first meeting penferamshce threshold standards in addition
respective standards of the advanced categories, which in practice are the same as far as te
concerned, with ASTs meeting additional standards for leadershigheaod extedoratiocAST are
expected to spend about 80 per cent of their time teaching in their own classrooms and 20
improvement work, professional development activities or contributions to other schools t
activities and sharing gooctipea Tasks can include collaborative projects, classroom observat
teachers and ctweone support.

Contributors to curriculum development, research and professional develapthentrovince
Quebec, Canada, experienced teachers armesorimefied to becomeresearchers with univerg
professors for studies on teaching, learning, classroom management and student success or
also recruited by universities to coordinate student teaching programmes withinteduntatidh el
options once again allow good teachers to remain in the classroom, at least for part of their
their skills to the benefit of the wider education community, as well as undertaking new challen

Source: Gauthier and Me|la0RB; TeacherNet, 2009; United Kingdom Department for Education, 2010.

10. Similar career policy choices are increasingly posed in post secondary teaching. In contrast
to the vertically dominated career structures of the past, technical and vocationibaduca
and training (TVET) systems and institutions in many OECD member countries, transition
and emerging economies are offering teachers and trainers more opportunities as:

A senior or mentor instructors with additional responsibilities and remuneratide w
keeping their teaching responsibilities;

A parttime instructors in pre and inservice teacher training programmes or as
coordinators of workplacbased programmes, internships or other -acedemic
placements;

A external liaison agents responsilfter relations and partnerships with enterprises,

industrial associations and trade unions, although such positions in particular may also
be filled by individuals with specialized training (ILO, 2010: 35).
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2.1.3. Vertical career advancement

11. A diversified areer structure for teachers is one which enables them to move between
different levels of education: they should be able to do so provided they have the necessary
gualifications (ILO/JUNESCO Recommendatioft966: paragrapi0). In such cases
support for tachers in transition should be provided.

12. While it is important to provide teachers with flexible career options, the vertical route of
managerial and administrative positions should be kept available and such posts should be
given to experienced teachas far as possible, accompanied by the necessary training
support that such increasingly demanding and rfadeted jobs require, especially at
school level (see 1.14). Vertical promotion routes for teachers usually include for example:

A deputy head teher;

A head teacher;

A school inspector;
A regional or district education official;
A central education administration or ministry planning, advisory or management posts

(box 3).

Box 3
Diversified career structure in South Africa

In April 2008 outhAfricaestablished a new post and salary structure for teadcherpratiotion
routes for teachers: teaching and learnimgnanagementWithin the teaching route, a teache
become first a senior teacher and then a senior education spieetddisbman adviser to the Depart
of Education. This option allows teachers to stay in the classroom, while the management r
the more traditional forms of promotion, such as to head teacher or education official.

Source: GovernmehSouth Africa, 2003.

13. Higher education in contrast to these other levels of education appears to remain more
narrow in its career perspectives, characterized by increased simult parttime
contractual work with fewer lonterm and tenured (grermanent employment) teaching
and research positions, except at small numbers of elite institutions in mostly developed,
OECD member countries (Altbach, 2009; Teichler, 2009). Career structures are still
largely built around progression from junior to gerpositions, but may diverge according
to the type of institution and under the influence of changing relationships with the non
academic world, as the case of Portugal illustrates (box 4). Some countries such as the
United Kingdom are shortening the aft long career path from entry level to full
professor, in the search for greater career attractiveness and departmental or institutional
renewal (Santiago et al., 2008).

Box 4
Academic careers in Portugal

Distinct career paths exist for public uréwelgiglytechnic staff. In public universities acade
follow a five step career path from teaching assistant to full professor, whereas staff in poly
three stage career path from assistant to coordinating professor. A doitanat @ésgential in tl
polytechnic system and changes in 2007 e
engagement of expertise from industry and the community.

Source: Santiago et al., 2008.
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14. The traditional route to advancement beg teaching and research, in the form of
promotion to department or faculty Dean, including sacademic operations of an
institution, and eventually President or Chancellor of a higher education institution or
system has become more restricted with iaseel functional specialization in nron
academic and management positions. At the same time several trends that work to broaden
opportunitiesi greater mobility of teaching and research staff in search of téraale
positions beyond the institutions in whithey received their PhDs; increased clomsler
mobility in a spreading international knowledgjearing and competitive framework; and
more opportunities for creation of external research and entrepreneurial
activities/institutions as publiprivate patnerships growi have led to calls for
considerable innovation and diversification of career structures (Santiago et al., 2008).
Particularly the greater opening to external work and awaadlswing, even encouraging,
the establishment of incongeneraing or purely intellectual teaching and research work
in other institutiond may help resolve career and remuneration frustrations in resource
poor countries that are a major form of #dAbr
countries or nofacalemic occupations). At the same time, they require: a) institutional or
systemic policies that preserve the core functions and ethics of academic jobs in line with
the guidelines of the 1997 Recommendation (paragraph 34), notably with regard to
multiple job-holding and potential conflicts of interest; and b) preserving tenure or its
equivalent as a guarantor of academic freedom, commitment to the full range of
institutional objectives and nationallyand internationallrecognized excellence in
teaching, reearch and servic L O/UNESCQ 2007: 23).

2.1.4. Non-linear career development

15. Some education systems have in recent years introducelinean career development
schemes that recognize time off for family responsibilities or work experience in other
jobs, in or out of education, for purposes of professional development and career
advancement. Shaerbr mediumterm employment in other public or private sector jobs
may enhance school leadership and teaching, provided that the financial implications of
such plans, including providing relief teachers, ensure that there are no moneiangeo
track penalties for individual mobility and establish guarantees of return for teachers who
leave their posts in education for other jobs (ILO, 2000b).

2.1.5. Post or job classification criteria and procedures

16. Having clear post or job classifigan criteria is essential for upholding the principles of
equity, transparency and fairness in the management and deployment of teachers outlined
in the ILO/UNESCO Recommendation. A clear set of criteria for each post ensures that
teachers are hired on thasis of merit and qualifications only and that candidates are
treated equally. A clear criterion can also help avoid disputes over the hiring process and
between employees within a given educational establishment.
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Table 1.  Post or job classification cHdist: Ensuring equity, transparency and fairness

Criteria Key questions

Transparent A Has an open and consultative process been followed to agree on job
classification?

A Was the post advertised openly in and out of the school?

A Was the poativertised for a long enough period of time and taking into con
needs of special groups? (e.g. in Braille for the visually impaired)

Equitable A Have the principles of-gisorimination been fully respected throughout the
promotioprocess?

A In the case of undepresented groups, have special differentiation measures

A Are such special measures clearly outlined and justified within the hiring
policy?

Standardized A Has a clear list of criteria deterndifiegent kinds of teaching, supervisi
management posts been outlined? (e.g. qualifications, type and length
required and professional development training received)

A Is the list sufficiently flexible to ensure equity in appoiticukanty frarthe cas
undetrepresented groups?

Tailored to the post A Do the criteria vary depending on the type of post and type of responsibilitie
an adviser position might require more teaching experience, while a heac
require more management experience)

2.1.6. Equity in job classification: The emergence of
non-professional teachers

17. When the 1966 Recommendation was agreed by ILO and UNESCO members, teachers in
most countries were civil servants or the equivalenatking for their government under
permanent contracts. Since the 1990s, however, and increasingly within the past decade, a
trend of moving away from teachers as civil servants and towards contracting them on a
shortterm basis, often with lower or no difi@ations, temporary contracts and lower
salaries and benefits, has emerged in some countries. These teachers are often referred to
as fippraorfae s si onal s o or ot her t er ms, wi t h
characteristics and employment conditidrend the phenomenon is particularly present in
parts of South Asia and West and Central Africa.

18. The key policy challenge for governments with respect to contract teachers is the long
term sustainability of maintaining two groups of teachers with vdfgrdnt conditions of
service. When teachers are carrying out similar or even identical tasks, but under different
job classifications and working conditions, it can be problematic for the principles of
equity underlying théLO/UNESCO Recommendation. Fa more detailed discussion of
challenges, proposed policies and good practices, see 1.12.

2.1.7. Equity in careers: Gender policies

19. Teaching is a highly feminized profession in most countries but not all. In some
developing countries, there is still a sigrant gender gap in terms of access to schooling,
particularly in subSaharan Africa, South Asia and some Arab states, where more boys
access and finish primary school than girls. The gap generally worsens at higher levels of

!Contract teachers are also called Atemporarybo,
teaches.
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education (UNESCO, 2003). ©rexplanation is the lack of female teachers, especially in
rural areas, and one way by which access to school for girls can be increased is for more
female teachers to be hired (UNESCO, 2003). To address this issue, educational authorities
have institutedspecial programmes to recruit, train and guarantee accommodation for
women teachers.

20. Once recruited, management policies to ensure equity in career progression are important
in order to take advantage of the talents and skills of women teachers se&kitey gr
responsibilities and to avoid frustration over the lack of career opportunities (and lower
levels of compensation see module 5, Overview and General Principles) becoming an
additional factor in departures from the profession. Although much progoessues to
be made, women often experience difficulties in obtaining promotions to higher levels.
Depending on the degree of the challenges, measures that may be taken to favour career
progression for women include special programmes to award sem@dis for women
who interrupt careers for family reasons, creation of joint (male and female) promotion
panels, introduction of positive or affirmative action in selection decisions to redress
historical discrimination patterns more quickly, and extenttathing programmes to
encourage women to seek and obtain higher level career posts. Similar provisions are

recommended to resolve the figlass ceilingo

and undermine good human resource practices for womerhigher education
(ILO/UNESCQ 2010: 30).

21. Conversely, men are often not attracted to careers in teaching@irpegy and primary
levels, and many of the same kinds of incentives policies may need to be, and indeed have
been, introduced to encourage swehneer choices and provide a better gender balance in
the teaching workforce in early years education.

22. As part of eliminating barriers to equal opportunities and ensuring maximum recruitment
and retention of women teachers in particular, careful attetdioaducing genddrased
pay discrimination is required (box 5 and module 5).

Box 5
Teacher sd padlssesnadgerdereqlalityi on s

There arspecific factors that contribute to women in education on average earning less th
include:

Yy men are more likely to be promoted to senior positions;
Yy women take breaks in service for family responsibilities more often than men do;
Yy women often have qualifications that are not as valued;

Y some benefits are disproportionately applied, e.g. superannuation paid as a percentage
that those earning more (usually men) receive more towards their superannuation pensior

The cumul ative i mpact o fimphctswn hpralilitytosupport leer {
and disadvantages her during her old age. Ensuring pay equity across the teaching servic
market will generally be beneficial to men as well as women.

Sources: ILO, 2007a; ILO, 2009.

23. A range of gstemic policy options for gender balance in teaching careers is presented in
checkilist 1, box 6.
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Box 6
Checklist 1: Policy options for gender balance in teaching careers

Y Include gender issues in education policy documents, including nptmmatelgesder awareng
and give problesalving training for members of policy and planning units.

<,

Systematically collect and usdisaggregated data on the numbers of women and men teg
trainers, their location by rural or urban areathardducation or public service and position
salary scale.

Design and implement gender training packages at teacher training institutions and in cqg
programmes.

Provide material and administrative support fexpgeifaeining programmes for women espe
to focus on developing leadership capacity.

Systematically review and eliminate any overt discrimination in remuneration scales (K
allowances) and teaching service regulations, as well aearof pexctad harassment.

<SS S

Within teachersé unions and professional
hel p propel mor e women teachers into p
professional bodies (ILO, 2007a

2.2. Promotion criteria

24. The ILO/UNESCO Recommendation states that promotion should be based on an
objective assessment 4966: patagrapd4e ahe briceriadfad q u al
promoting teachers from one post to another should be bas#dte same principles as
those of post or job classification: the promotion should be transparent, equitable,
standardized and tailored to the type of post. Basic principles in the Recommendation
reflect those of ILO Conventions, Recommendations and atkeuments such as codes
of practice and guidelines. In that respect, promotion criteria should ensure:

A equality of opportunity: for women, ethnic minorities, teachers with disabilities and
teachers and staff living with HIV;

A nondiscrimination: in the movement between different levels of education (pre
primary, primary, secondary, vocational/technical); and
A provisions for partime teaching: These should be granted to all teachers and should

not hinder their promotion possiities.

25. Promotion can be based on a number of criteria, each with advantages and disadvantages,
as shown in the table below. A good promotion policy is likely to integrate elements from
all three types of criteria, depending on the needs of the edusgsittm or the school and
on the type of post (see table 2 and section 2.2.1 on career diversification). The
performance criteria listed below may include a wide range of professional tasks such as
mentoring. Additionally, in higher education, performarcréeria may include factors
such as research and publications or service outreach work in addition to teaching. An
illustration of school promotion challenges is provided in box 7.
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Table 2.  Types of promotion criteria

Promotion criteria Examples Advantags Disadvantages
QualificationsGaining further In Namibia teachers Can encourage teachers tCan create incentive for
qualification or certification ccautomatically move up to aincrease their knowledge eteachers to obtain further
lead to higher career grades. higher career grade level operfect their skills. qualifications only in the ha
they acquire a degree of getting an increase in
qualification. About-thiods salary.
are undéaking further trainii Can be difficult to sustain if
to obtain a qualification for there are not enough new ¢
promotion. higher posts available for a

obtaining further qualificatic

Seniority/years of experienceln Senegal, teachers who FSimple ahtransparent No assurance that those
Promotion from one career reached civil servant statussystem. promoted are the best
teaching grade to another is automatically moved to the Rewards teacher experienqualified and/or the best
automatic after a number of ynext career grade every twiMay encourage teachers tperforming.
ofservice. years. stay in the profession.

In Pakistan promotion in

primary school is depender

on five years of experience

plus additional qualification

Performance?romotion, eithelln the Cantons of St GallenCan creatincentive for Can discourage team work
to higher teacher grades or and Zurich, in Switzerland, teachers to perform better through increased competit

another position, is based onteachers can only reach a in the classroom. Can negatively affect teact
teaching performance. higher grade if they are givHelps in ensuring that onlymorale.
a positive performance the betteperforming
assessment. teachers are promoted to
higher grades.

Sources:éhegal (2003); Kucera and Stauffer (2008));aBehSayed (2009).

Box 7
The challenges of establishing effective and equitable promotion criteria in Mexico

In Mexico different types of promotion schemes for basic education teachietsodacedeer
the years, with two different schemes cur
promotes teachers to posts of greater responsibility of management and administration. This
means removing thadher from the classroom, which has been criticized because it moves the
away from the pupils. The other scheme was created in 1993 and allows teachers to move h
levels of teaching.

Both systems use scores based on a differeht criteria, including qualification, senior
performance assessments (both evaluation and student performance); however, within the ve
professional qualifications are taken into consideration, while in the horizaxatasschesnalso b
considered.

There have been some challenges in implementing the system, especially regarding the
different criteria within the scoring, and some have argued that it has created an incentive for
furthe qualifications with the sole intention of getting more points. This illustrates the need to ¢
the pros and cons of different promotion criteria and especially the type of incentivesnieteaeid
that these criteria can ereat

Source: Guevara and Gonzalez, 2004.
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26. When teachers are promoted from one grade, level or position to another, different options
are available in terms of benefits, rewards or incentives associated with the new
responsibilities. Such rewards can either

A Financial: Promotion to a higher grade is usually associated with salary increases and
the additional pension benefits this brings: or

>

Non-financial: A range of nodinancial benefits can be given to encourage and
reward those being promoted, inding additional professional development
opportunities, time allowances (for example, a smaller number of teaching hours or
overall reduced work load) and increased leave allowances (for example, longer
vacations and opportunities to take sabbatical yaraegstended leave).

27. The availability of financial or nofinancial benefits will depend on the type of promotion
and the realities of each education system. In most countries, promotions come with
increases in salaries, but the range of-fieancial incetives should also be considered,
especially when there is a need, in order to create a more diversified and flexible career
structure, to create new positions that are not necessarily classified at higher pay grades. It
should be noted that some of these+-financial incentives do require some investment,
but in the case of professional development opportunities, for example, such incentives
might not increase recurrent costs, as opposed to salary increases. These types of non
financial incentives can thefore be an attractive option for countries with very limited
resources.

2.3. Adiversified career structure and leave
terms for specific groups of teachers

28. In most countries teachers represent the largest group of public sector workers and are a
diversiied group with diverse needs. THeO/UNESCO Recommendation notes that
special measures need to be taken to favour some-teqatessented groups or groups with
different needs1966: paragraphO(a)). Catering to the needs of special groups is essential
to maintain a diversified teaching force, which can give greater flexibility to the education
system and help ensure that teachers from various groups are well represented and served.

29. The starting position on the needs of specific groups are two fundanpeimteibles,
stemming from the 1958 ILO Convention (C.111) and Recommendation (R.111) on
Discrimination (Employment and Occupation), which should be upheld at all times and for
all groups. The first principle is that of naiiscrimination, expressed in Agte 1 of C.111
(ILO, 1958).

30. The countries that have ratified this Convention have committed themselves to pursue
national policies to ensure that these principles ofdiscrimination are respected in all
places of employment (Article 2), and give fujuality of opportunity and treatment in
respect of employment and occupation. This is especially important in the field of
education as not only are teachers a very large part of the working force in any country, but
schools are and should be at the fanefrof efforts to promote nediscrimination and be
leaders in that respect.

31. The second principle recognizes that to achieve the principle eflisorimination and
equality of opportunity, in some cases, some special measures could and should be applied
in order to ensure that some groups are represented within the teaching force and their
rights respected. Article 5 of the 1958 Convention makes special provision for such cases.
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32. To achieve the principle of netiscrimination and to meet the needs of sfegroups of
teachers who are undexpresented or have specific needs, it is important to develop sound
policies and practice. Three aspects deserve attention:

(a) Establishment and implementation of workplace policiesWhether for teachers
with family responsibilities, teachers living with HIV, disabled teachers, or older
teachers, sound national policies should be in place regarding:

>

the rights and responsibilities of each party;

p=

special provisions to be made in favour of these groups;
A mechanisms for settlement of disputes.

(b) Adapted hiring, deployment and promotion policies: In some cases, some
modification in the teacher management policies must be made to accommodate the
needs of special groups. For example, the rules and cifiveriaring and deploying
teachers can include special provisions for teachers with special needs.

(c) Provisions for part-time teaching: Ensuring that a pattme teaching option is
available to teachers who need it, for example teachers with family s#sititas or
older teachers (see below), is a good way to provide a flexible and more motivating
work environment. Patime teaching can take the form of a reduced number of
courses taught, or through positions such as classroom assistants. WHilmeart
teaching provisions should be made available to teachers who prefer this option, in
some countries the increased availability of fane work has unfortunately been
synonymous with lower status and unequal working conditions. In order to make part
time work available to groups who need it while ensuring that the status of both part
time and fulitime teachers is maintained, a number of principles should be followed
to ensure that patime teachers enjoy the same conditions of service as their full
time colleagues. These include ensuring that:

A parttime teachers enjoy the same pension, salary and leave benefits as their full
time colleagues, on a pro rata basis according to the number of hours they work;

b=

professional development activities are available totpad teachers; and

b=

parttime teaching is the choice of teachers and not a sdwestcbption for lack
of full-time positions.

33. Nationatlevel and other policies should be designed and agreed between the
government and teachersd organizations thr ¢
basic principles have been established at national level, it is important to ensure that they
are translated and adapted into workplace policies at school Tevsl includes regular
sensitization activities (in the form of workshops for example), widespread dissemination
of the policies, effective support for implementation and comprehensive monitoring.

2.3.1. Teachers with family responsibilities

34. Article 4 of the ILO Workers with Family Responsibilities Convention, 1981 (C. i156
ILO, 1981), states that all measures should be taken to cater to the needs of workers with
family responsibilities and their right to free choice of employment.

35. For workers with familyresponsibilities, whether these are caring for a child, an elderly
family member, or a disabled partner, juggling work and family commitments can be a real
challenge and unless appropriate policies are put in place by employers can become an
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important derotivating factor. Long working hours affect women particularly, as in many
countries they are still the main care providers for the family (ILO, 2007b).

36. There are several factors that can influence how many females go into teaching and remain
in the profesion. Training opportunities, career progression (see 2.2.6), developing-family
friendly working conditions and providing support for women who want to start families
are all important in encouraging females to enter and remain in education. In some
develgped countries, while there might not be a shortage of female teachers, providing a
working environment and conditions that allow men and women to have a good balance
between their work life and family life is important for attracting people into the
profesion.

37. ThelLOIUNESCORecommendati on states that ifMarri a
are not reasons to terminateo n t r k66t paragrah54 andc5) and t hat AM
should be taken to facilitate the continuing employment of women teachersawily
responsildé: paragraph56 @andy(7). In addition to special measures to ensure
that the rights of female teachers during pregnancy are respected, a number of policies can
be put in place to make the workplace more family friendly, fahgwgendemeutral
principles (ILO, 2007b), including:

A . recognizing mends caring role: offering
A - making finormal 6 work more family compati i/
A making family responsibilities more compatible with work; and

A promotinga more equal sharing of family responsibilities between men and women.

38. Some measures which could be taken to make the workplace more friendly for teachers
with family responsibilities include:

A adequate maternity leave terms;

A adequate paternity leaterms;

A parental leave available to both men and women andraosferable;

A maintenance of seniority and pension during leave;

A créches or nurseries on the school premises;

A posting women with family responsibilities near their home where possible;

A  flexible arrangements with regard to working schedules: rest periods and holidays,

provision of annual leave, short leave for emergencies, part time, flexitime, time
banki ng, Aitel eworkingo (work at home) ,
overtime;and

A fasttrack career options.

39. In addition, particularly in a context of qualified teacher shortages, human resource
planners and managers need to have in place measures that can attract trained teachers who
have left the profession to return to teach{itO/UNESCQ, 1966: paragrapb8). Often
these will be women who have taken some years away from teaching to care for young
children. Measures that may motivate women teachers who have left the profession for
reasons of family responsibilities, include:
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>

adequate retraining programmes that familiarize returning teachers with evolving
content, pedagogical practices and student needs, including effective use of ICT,;

>

induction, mentoring and other forms of professional support, as for newly qualified
teaclers;

p=

Career structures that credit teachers with time dedicated to family obligations for
purposes of grade level placement, salary and promotion;

flexible work arrangements, including pdirhe? and jobsharing work opportunities
(see 4.2.6 and 4.2.7);

>

y childcareprovision for women with small children.

2.3.2. Teachers with disabilities 3

40.

41.

The ILO/JUNESCO Recommendation calls for medical care and rehabilitation services to
be available to teachers with disabilitie966: paragrapii37.2) In addition, the ILO
Vocational Rehabilitation and Employment (Disabled Persons) Convention (C. 159) and
RecommendatiofR. 168) (ILO, 1983) apply to all employees with disabilities, including
teachers. These standards encourage countries to formulate and implement national
policies to promote the employment of disabled persons and provide them with vocational
guidance andraining (Articles 3, 4 and 7 of C. 159). The United Nations Convention on
the Rights of Persons with Disabilities (UN CPRD) requires States that are a party to it to
recognize the right of persons with disabilities to work on an equal basis with @thérs,
promotes reasonable accommodation and affirmative action measures to this end (UN
CRPD, Article 27).

There are a number of ways through which the needs of teachers with disabilities can be
met, including:

A enacting legislation protecting the rightsdi§abled people in general and teachers in

particular;

A ensuring that school infrastructure is adequate for teachers and students with
disabilities;

A providing reasonable accommodation to teachers with disabilities as required,
including adapted teachgnmaterials and teaching schedules and assistive devices;
and

A affirmative action measures, including the development of special entry, employment,

promotion and leave terms for teachers with disabilities.

Examples of measures applied in France are atelicin box 8.

2 Rates of return to teaching by women are likely to increase if mor¢iperteaching is available
(OECD, 2005).

Al so referred to as fidisabled teacherso in cert
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Box 8
Special measures for teachers with disabilities in France

I n France, teachers have civil servant
(concourspr exams that candidates must take once they have thpuadifjoons. Candidates \
disabilities can, however, take advantage of a number of special measures to ensure equal
For example, they can be given special time allowances during exams. There is also a sp
policy wére a disabled candidate, who has the required qualifications to become a teacher, ca
aonggear contract i nsconecad. OoAf thearvi mmge t pe pra,s s
satisfactory, the disabled teacher isyfbiredllwith civil servant status.

A number of other special measures are also in place for teachers with disabilities,
consideration for their post location if they need to be closer to their home because of thei
medicafollowups to ensure that they can teach adequately. The July 2005 law on equality
participation and citizenship for people with disabilities also guarantees the provision of sped
and materials for teachers with tesgtak well as a right totpae teaching.

Source: Government of France, 2009.

2.3.3. Teachers living with HIV

42.

43,

The HIV and AIDS pandemic has had a major impact on workers and the workforce (ILO,
2002) including:

A reduced supply of labour;

A loss ofskilled and experienced workers;

A absenteeism and early retirement;

A stigmatization of and discrimination against workers with HIV;

A increased labour costs for employers, from health insurance to retraining;

A reduced productivity, contracting tax bas® negative impact on economic growth;
A social protection systems and health services under pressure;

A increased burden on women to combine care and productive work;

A loss of family income and household productivity, exacerbating poverty;

A orphans andther affected children forced out of school and into child labour; and
A pressure on women and young people to survive by providing sexual services.

HIV and AIDS has a particular impact on education systems, as teachers and other school
personnel can bbtbe infected and affected by the disease and at the forefront of
prevention efforts. It is therefore crucial that education sector, teacher and workplace
policies tackle this issue, including provision of prevalence studies to aid national
authorities intheir strategic planning and policy response. Based on a code of practice for
HIV and AIDS in the workplace developed by the ILO in 2001, ILO and UNESCO have
developed workplace policy models for the education sector in cooperation with public and
privates ect or empl oyer s, teachersd unions and
and in southern Africa. The policy models can be used and adapted for schools, training
sites and higher education institutions in the two regions and elsewhere. The models
furnish a checklist on how to develop and apply a policy at national and at school or
institutional level [LO/UNESCQ 2006a and 2006b; box 9).
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Box 9
Key principles of thé O/UNESC@odel policies on HIV and AIDS and the education sector

HIV and AIDS as issue for all education institutions and services, not only because the
employees and students/learners, but also because education institutions can play a vital r
spread and effects of the infection.

Nondiscrimination

In the interests of an effective teaching and learning environment there should be no discr
an employee or student who has, is perceived to have, or who is affected by HIV and A
institutions and services should adopt averepproach to avoiding and eliminating stign
discrimination.

Gender equality

Sexual harassment in the educational setting should be addressed. Any discrimination a|
may put an employee or student of either sex at risk of Hi¥/thegaeseshould be reported and m
sanctioned in accordance with relevant disciplinary policies. Application of policies should be
account of unequal gender relations and enable all employees and students to successhaly
spread of HIV infection and to cope with the impact of HIV and AIDS.

Caring and supportive environment

Education institutions should set up programmes of care and support that guarantee
discrimination for employees and as appfopritiedents to treatment, and provide for reag
accommodation, provision of or referral to counselling, healthy living information (on nutrition,
sexual behaviour), including life skills education where relevant, ancextarsider dieemployee g
student assistance programmes where available.

Healthy work environment

The teaching/learning and work environment should be healthy and safe, so far as is pi
concerned parties in order to reduce risk ofctidw arfd transmission ... universal precautions sk
applied to avoid transmission in the event of accidents in the education setting, and risks redu

Screening for purposes of employment

HIV screening should not be required mdljclngs, students who wish to enrol, or current en
or students. Testing for HIV should not be carried out at the education institution except as sp
sections of the policies.

Continuing the employment relationship

HIV infectiois not a cause for the termination, suspension, involuntary transfer or der
advancement of an employee or the expulsion or suspension of a student. Personselatied
illnesses should be able to work or study for as long lysfinedigapropriate work or studies al
provided with reasonable accommodation.

Confidentiality

All personal medical information, whether oral, written, or in electronic format, obtained fi
or third parties should be treated awtalfidonsistent with existing ILO codes of practice. NoO ¢
student, or parent on behalf of the student, is compelled to disclose HIV status to authoritieg
institution or service.

Prevention

HIV infection is preventable throwgimatibn, education and the creation of a climate th
assistance and encouragement to all individuals in assessing and reducing their risk to K
institutions should set up programmes for all staff and students to provideditfenadatan erang
communication, promote voluntary (and confidential) testing with counselling (VCT) and provi
practical means of prevention, including abstinence, behaviour change, access to condg
syringes, etc., in accamawith national guidelines.

Social dialogue

A successful HIV and AIDS policy and programme requires cooperation, trust and di
government officials, the governing body of the education institution, administrators, empig
uniorrepresentatives, students, parents and other relevant stakeholders.

SourcelLO/UNESCQ006a and 2006b.
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44. In addition to workplace policies that are integrated with overall education sector policies
on HIV and AIDS responses, appropriate authoritiesgdaperation with ministries of
education and schools must ensure that teachers living with HIV have access to
antiretroviral therapy (ART) should they choose to undertake the treatment (box 10).
While treatment should be available in the workplace, progr@snshould build on
existing public treatment programmes instead of building parallel structures for teachers to
avoid excessive administrative burden and possible stigma for teachers living with HIV
(UNESCQ EI 2007).

Box 10
Access to ART for teachersrliyiwith HIV in Zambia

The Zambian Government has been one of the most proactive in terms of establishing g
workplace policy for the education sector. The policy includes the provision of ART for teacher

Within the policye throvision of ART is accompanied by ART and Voluntary Counselling
(VCT) education. Teachers needing treatment are referred to a private clinic where their anon
and the payment for the drugs is first covered by thef Mdustatiom, then gradually transferred
public treatment access system.

The programme has achieved significant successes, with 4,500 teachers going for HIV tg
accessing ART according to 2006 information. The Ministry of Eelalaidediéhsit the quality of Iif
teachers living with HIV has improved as a result of the programme. Some challenges h
however, such as insufficient funding to provide treatment to all who need it and difficulties
folowing teachers using the programme in remote rural areas.

Source: UNESTE), 2007.

45. Additionally a workplace policy should create networking opportunities and support for
affected staff and all stakeholders (box 11), as well as for teachers living Witkaridi
AIDS, including:

A creating peer networks for teachers living with HIV (box 12);

A building |inks between teachersd organi z
HIV and AIDS;
A providing special support to small schools and teachers workirigoiation, for

example through a rotation system;

A carefully monitoring teacher deployment and transfers and providing extra teaching
cover for schools with teachers who are living with HIV or AIDS; and
A inviting speakers from networks of people livingthwHIV to schools to talk about

living positively and addressing stigma and discrimination (UNESEIJCAIDS
2008a; ILO, 2002).
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Box 11
Bridging the gap between policy and practice in Jamaica

In Jamaica, an HIV and AIDS Response Team was established for the dissemination of th
for HIV and AIDS Management in Schools. The policy sets out clear guidance on incl
discrimination, disclosure and confidentiality; guimétiees on provision of information and educat
management of students and school personnel with HIV and AIDS; and lists universal precq
HIV transmission.

The main activity of the team has been policy dissemination waeststgisefarlders, such
school administrators and sensitization meetings fdedehemtAssociations (PTAs), teaching
student bodies and community groups. The team provigiesuppovi to schools and facilitates re
to relevant ernal resources and also plays a monitoring role. Health advisory committees ir|
also been established with the support of UNESCO and school guidance counsellors have be

There have been some challenges and an evaluation fideniif2g20the lack of links betwee)
policy and the wider response to the epidemic and variations in quality and consistency of
comings. It was recommended, among other things, that workshops should be part of an onigg
activities.

The experience of Jamaica highlights the need to move beyond writing national polig
implementation at the school level. This requires continued efforts to sensitize managers, st

pupils.

Source: UNESEDUCAIDR008b.

Box 12
Kenya Network of HIV Positive Teachers (KENEPOTE)

Founded in 2003, KENEPOTE was the first netwapbkgitivd|¥eachers in eastern and sou
Africa and has been followed by similar organizations in several other coegitiiesooddhvecate f
teachersd rights, reduced stigma and disc
care and treatment for teachers living with HIV. They also provide direct support to their m
areas, breakingvdoisolation and helping to better accessspsjahsupport that enables better treaq
and support. KENEPOTE works c¢closely with
reportedly has had a positive impact on attitudes of etsepteaats, students and communities tq
teachers living with HIV.

Source: UNEST®), 2007.

2.3.4. Older teachers

46.

47.

48

One of the ways in which teacher shortages can be addressed which ensures that education
systems retain skilled and experiendedchers is by encouraging neatirement or

retired teachers who still want to teach to stay in the classroom. Some of the flexible career
options mentioned above, such as being mentor teachers to new recruits, being Advanced
Skills or Master teachersy @ontributing to curriculum development, can be particularly
appropriate for more experienced teachers.

Older teachers should also be given the opportunity to workipaator a reduced number

of hours without losing their pension benefits or senio@ye approach could be allowing

older teachers to reduce the number of hours they work gradually, with a corresponding
decrease in salary, as an alternative to complete and immediate retirement (OECD, 2005
box 137 see also 4.2.6)). In that way, preciaiperience and skills are retained and can

be more easily transferred to new teachers, while giving older teachers a more gradual and
flexible route towards retirement.

Alternative career tracks or job assignments for older teachers can include:

>

masterteacher positions;

>

in-service advisory roles;
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A mentoring new teachers and trainees;

A partnerships with teacher training institutions to support trainees on school
placements;

A parttime teaching.

Box 13
Gradual reduction of working hours for oldesttess in Germany

Offering gradually reduced working hours for teachers nearing retirement age can be a g
effective and experienced teachers who still want to teach and share their skills, but who wa|
workload. This smoottransition towards retirement is offered in Brandenburg, Germany, w|
salary packages.

From the age of 55 onwards, teachers can choose to decrease the number of hours they
But while they may get to a point where their isaldtdadhalf, they will still receive about 81 per
their previous income. In the school year 2002/03, about 10 per cent of all teachers were be
scheme.

Source: Ministerium fiir Kultus Brandenberg, 2003.

2.4. Leaveterms

49, Fair and equitable leave is a key to effective teacher motivation and is a right of all
teachers. There are various types of leave that should be provided for in any education

system:

A scheduled school holidays, following national civil or public serwégpilations;

A collective agreements for annual leave based on the school calendar;

A personal leave for circumstances such as illness, maternity leave, paternity leave; and
A professional development leave (discussed in the next section).

50. In some casesdditional periods of unpaid leave should be provided to teachers.
51 There are three important principles which should underpin any leave arrangement:

A teachers should remain employed and keep their employment terms while on any
period of agreed leave;

A seniority, pay grade, continuity of service and other normal conditions of service
should not be discontinued during leave periods; and
A seniority, eligibility for promotion and pension should be safeguarded.

2.4.1. Annual vacation

52. The ILO/JUNESCO Recommendt i on st ates that nAl I teach
adequate annual v 2966a paiagrap®4)v The hght fshodld appfy oy 0 (
teachers regardless of their employment by public or private schools. Private institutional
terms for vacationdave should be substantially equivalent to those of the public service.
Provisions in various European countries are presented in box 14.
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Box 14
Length of annual leave around Europe

Depending on the country concerned, annual leave is defined asdapsimbamumber of wee
In most cases the number of days of leave is identical for all and is very often determined by |
some countries, the attempt to bring the concept of teachers' working time in line with the &vor
employees involves expressing leave as a number of days per year. For most professions
private sectors the number of days of leave increases with length of service. In a number
countries and in Italy, Hungary andi&ltlvisrnincrease also applies to teachers.

Spain:The law also stipulates that all public servant teachers are entitled to a month of p
summer and about eight days at Easter, 15 days at Christmas, three days in February ahd
days of statutory paid leave (as is the case of pupils). While teachers in the public sector ad
calendar in accordance with the school calendar, they are nevertheless at school for a few|
beginning of the school yeagteBiber and a few days after it ends in June, including the first dg

Italy:Annual leave consists of 30 days during the first three years, and then 32 days.

Portugal:All public servants are entitled to a month of paid leave. Whiletheapbblie isectd
adjust their working time in accordance with the school calendar, they are nevertheless at sch
before the beginning of the school year in September and after it ends (for examinations, €
They may divitleeir annual holiday into two periods, one of which must be at least eight days Ig

Finland and SwedeThis leave is notional in that in practice all teachers are on leave on ar|
not an official working day. This leave serves as achigitafimg holiday pay and compensatio
under the law on health insurance.

SloveniaTeachers receive between 19 and 25 days of leave depending on their length of
further two to six days depending on their level of qualifeatidivetittays to compensate for sp)
working obligations (project management, teaching pupils with special needs, etc.) and fina
days from the age of 50.

Source: Eurydice, 2003.

2.4.2. Personal leave
2.4.2.1. Maternity, paternal and other care-giving leave

53. While there are some internationally agregdn minimum standards for leave, many
countries have now offered maternity, paternity and parental leave with the aim of
providing better worklife balance for their citizens.

54. The ILO/UNESCO Recommendation relies on the ILO Maternity Protection Convention,
1952 (C. 103 ILO, 1952), as the guideline for maternity leave terms. This standard sets
out certain basic entitlements and guarantees to guide policies:

)

maternity leave of deast 12 weeks (Article 3.2);

)

cash and medical benefits during maternity leave (Article 4.1);
A paid interruptions of work during the time women are nursing (Articles 5.1 and 3.5);
A no dismissal while women are on maternity leave (Article 6).

Good pratices in the United Kingdom are outlined in box 15.
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Box 15
Maternity leave in the United Kingdom

Annual leave is managed locally and managers are encouraged to take into account th
when agreeing to leave requests, taking particulafdlbosarwith caring or parental responsibilitie]

When women (or men) return after a career break, a calculation is used on their return t
they are not disadvantaged in terms of pay progression because of their absence fro@atieenm
break returners would also return to the same grade that they occupied when they went on the

Staff members on maternity leave or a career break are eligible to apply for job vaca
promoti on. Details of the Ministry of JusH{
maternity leave booklets.

The Network f@aring has recently introduced two new workshops, a return to work co
mothers and a separate one for new fathers. Both workshops look at the difficulties that n|
fathers face upon returning to work after they become a parehtarhild.

Source: United Kingdom Ministry of Justice, 2008.

55. Aside from maternity leave, provision should be made for paternal leave, family
responsibility and cargiving leave. Paternal leave in particular is important to ensure that
childcareis ashared responsibility and that men have the opportunity to spend more time
with their children. Provisions in a number of Latin American countries are outlined in
box 16.

Box 16
Worléfamily measures in collective agreements in selected Latin Amevicaiesd19982001)

Pregnancy:

Yy extension of the time during which pregnant women are protected from dismissal (Brazil);
Yy reduction in hours of work for pregnant women (Brazil);

Yy leave for prenatal checkups (Brazil);

Yy leave and protection against dismissal in the event of spontaneous abortion (Brazil).
Maternity leave:

Yy payment of a wage supplement (Paraguay) and guarantee of full wages during maternity |
Yy extension of maternity leave by up tes3fegagd the statutory entitlement (Paraguay);

Yy maternity |l eave in cases of #Aunborn chil
Yy extension of leave in the event of multiple births and children with disabilities (Argentina).
Breastfeeding:

Yy extension of daily breakbrisastfeeding (Argentina, Paraguay, Uruguay);

Yy extension of the period during which daily breastfeeding breaks are allowed (Brazil, Urugu
Childcare:

Yy eave to accompany children for health or educational reasons (Brazil);

Yy up to four hours pey déleave in the event of illness of a child aged under one year (Chile);
Yy extension of the period of entitlement to childcare (Brazil and Paraguay).

Paternity leave:

Yy introduction of paternity leave (Uruguay and the Bolivarian Republic of Venezuela);

Yy extension of the length of paternity leave (Brazil, Chile, Paraguay);

Yy protection of the father against dismissal in the event of the birth of a child (Brazil);
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Yy xtension of childcare entitlement to the father (Brazil).

Adoption:

Yy Extension of entitlements for adoptive fathers and mothers (Brazil, Paraguay).
Caregiving leave:

Yy leave in the event of serious illness of a close relative (Chile, Paraguay).

SourceAbramo and Rangel, 2005.

2.4.2.2. Other leave

56. ThelLO/UNESCORecommendation states that leave should be granted for:

A

A

>

Iliness or accident:sick leave with payl(966: paragraph01.1);

Compassionate leaveteave of absence with full pay for adequate personal reasons
under arrangements speediin advance of employment (B@aragraph 100);

Leave to participate in organization activities: occasional leave of absence with
full pay to participate in actities of their organizations), associated with the right to
take up office in their organizations; in such case entitlements should be similar to
those of teachers holding public office966: paragrapBR9).

Negotiated leave provisions in the United Kingdara illustrated in box 17.

Box 17
Leave of absence agreements, National Union of Teachers (NUT), United Kingdom

Teachers are covered by the statutory rights to unpaid time off for family and domestig
same way as any other employee, and may have contractual rights to time off which are [
minimum statutory rights as a result of ayleeaiemt on conditions of service between local e
authorities (LEAs) and teacher unions.

Areas which might be covered in a local leave of absence agreement include:
compassionate leave for bereavement;

leave for other family and domestimsea

time off for medical visits (hospital, dentist, specialist, optician, GP);

time off for fertility treatment;

examination/study leave;

time off for religious observance;

time off for weddings;

time off for moving house;

time offdr the performance of public duties (for example magistrate or school governor dut
time off for jury service;

time off to attend interviews; and

NSNS NSNS S S S

paternity leave.

Source: National Union of Teachers, 2002.
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2.5. Study and professional development

57. The importance of establishing a system efénvice education available to teachers is
outlined in thelLO/UNESCO Recommendationl@66: paragrapB2). Such a system is a
cornerstone of continuing professional development (CPD), should bgneésin
coll aboration with teachersod organizations

58. Research has shown that continuing professional development {Giiiich may be
desi gnatseedr vas efiitm ai ni ngo, although the te
positivei mp a c t on teachersd6 attitudes, bel i efs
and successful implementation of educational reforms (Vill&gasers 2003; OECD,
2009). Not only does a good CPD programme enhance the quality of teaching, it is also
likely to make the profession more attractive and challenging for teachers. In recent years
there has been an increased interest in the importance of CPD and the type of activities and
methods that effectively plan for, create and manage change in teactitigegraa vital
factor in lifelong learning systems (ILO, 2000a).

59. There are a number of reasons that investing in strong CPD programmes for teachers
makes sense. Since teachers form the largest part of education expenditure in all countries,
ensuring thathey are as competent and qualified as possible will increase their efficiency
and for this reason the value of the resources put into them. CPD is essential for the
following reasons:

A changes in subject/learning area: the need to keep abreast of clargyeas of
specialization;

A changes in pedagogy: the need to keep abreast of new approaches to teaching,
learning and assessment;

A policy changes: the need to keep up to date with key policy changes in education;

A teacher motivation: the need to nwatie, encourage and revitalize teachers and make
staff feel more valued,;

A enhancement of knowledge and skills: the need to improve the content and skills

knowledge of teachers, individually or as a group.

60. This means that, while CPD has been recognizeah astegral part of teacher management
and development, it must be supported by corresponding adequate programmes of pre
service training and induction. -thtfalocbhebsat s
instead be given the opportunity to learn nekills, new methods and learn from their
peers as they move forward in their career. An induction period for newly qualified
teachers is essential for bridging the gap between the initial teacher training and the
subsequent period of teaching as professlideachers. An induction period can tailor
individual challenges faced during the beginning of the professional career and make a
firm foundation of teaching, and should be built upon individual knowledge, skills and
attitudes developed in the initiakteher training (table 3).
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Table 3.  Checklist for an effectigentinuingprofessionatlevelopment programme

Principle Key questions

Schoabased Y Is professional development taking place in a classroom setting?
Y Is it linked to schaadle effortfpstering teabwilding and learning between teacher:

Participatory Yy Have teachers been actively involved from the onset in determining the goals
content of CPD activities?

Yy Are opportunities for discussion and critical examewatfongptactice an integral |
the programme?

Emphasis on practice Y Is there a good balance between introducing new pedagogical skills and
and content increasing teacher knowledge of the content matter of the courses they are tec
Yy Are activities practically oriented, with opportunities for practicing and testin

methods?

Continuous and ongoing Yy Does the programme include ongoing training, feedbapkaridlloantinuous suppc
teachers?

Source: Based padh Schwille and Dembélé, 2007; OECD, 2005.

61. In-service training methods in Japan (box 18) provide a concrete example of CPD which
includes the key principles outlined above.

Box 18
Lesson study in Japan

One of the most referred to methods-basesdteacheted and ongoing CPD comes from Japa
has been translated as filesson studyo, con
existed in Japan for 200 years, brings teachers together to plan, discuss and imprguadtieé.teq

One key example of a lesson study involves teachers getting together to plan a lesson,
observing a member of the group giving the lesson to students. Following the lesson, the ¢
gathers to discuss how the lessot) mow students reacted and what can be improved. This
been highly successful in Japan and has also been adapted and implemented in other coun
United States and Guinea with some challenges but overall positive outsonestu@iiienethog
include all the key characteristics of a successful CDP activity. The lesson study is based in t
usually linked to scheile efforts as all teachers in the school are encouraged to participate
participatgr because it is entirely teacher led and focuses on discussions on how to imp
practices. It is centred on students, what they are being taught and how they are learning an
process with constant feedback.

Sources: Fernanded atoshida, 2004, Schwille and Dembélé, 2007, Lesson Study Group, Mills College, 2(

62. While CPD has widely been recognized as a key improving the effectiveness of teachers,
not all programmes are equally successful. In order to be worthwhile, a good CPD
programme must produce real change in attitudes and practice and improve teaching in a
way that positively affects the learning outcomes of pupils (box 19). Different types of
programmes exist, as outlined in table 4, below.

76 DEPTS-2012-Handbook-2012-02-0241-1-NR.docx/v4



Box 19
Effective teacher rearce centres in Uganda

The Kampala Schoolsé | mprovement Project
was funded jointly by the Commission of the European Communities and the Aga Khan Foun
and institutionalise ebddtred teaching methods. The project establsteedodhejob training an
created a teacher resource centre to run regular workshops and seminars aimed at enhan
skills of nursery and primary school teachers. The projeailasedammapproach, including all teac
children and parents. The SIP also providedpfdtHoough -tlass support and demonstration.
evaluation of the project revealed that the SIP was successful in transforming the environamn|
and in changing the attitudes of teachers. Many teachers developed skills forazeaitdgad olhilg
friendly teaching environment within a relatively short period (one to three years}ans twaetéw
and learning materials

Souces: Sirdjlatchford, Odada et al., 1997.

Table 4.  Types otontinuingprofessionatlevelopment (CPD)
Category Type Advantages Disadvantages
Workshops/short  gpeoff Can be useful way to introd  Experdriven, not participator
courses new researctechniques, .
Usually led by experts Rarely leads to change in
textbooks .
behaviour
Cascade Can reach greater number ¢ Reliance on workshop
Training of trainers participants participants to pass on new
'_' .g : ) knowledgedoes natlways
Multiplier mechanism happen
Periodic Little time investment Little continuity and few links
. real classroom practices
Sites courses geared to
individuals
Often voluntary and random
Individual support  paster Teachers Builds on experience and Catn alstq produce little chan
Experienced teachers share Knowledge of teachers not continuous
their skills Builds informal links betwee
InService Advisers teachers
Similar to Master teachers,
sometimes coming from oth
schools for a number of day:
Release Time Foster teac hc¢ Requirestime away from
Periods of leave for secondr and personal growth schools for teachers
into other schools, orsiedcte  ysyally moredepth and Can be a route away from
study longeterm teaching when it cométh
additional degree or diplome
Distance education Not too costly Evidence is mixed on effect
Course usually taken via ma Useful for teachers in remol Removed from classroom re
the internet areas Can be used as a way out 0
teaching
kC)SrouSand network  Teacher Clusters/Zones of ~ Good for team building Needs follou? and hool
ase Pedagogical Influence Not too costly fgg(‘:hm;rr:e”t rom schools ar
Group of schools coming Sharing of experiences betv

together for CPD activities  gchools
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Category

Type Advantages Disadvantages

Intervisitation and Peer Increase links and Dependent on who rtientor
Networks communication between or the peeridifferences in
Brings teachers and head ~ téachers quality

teachers in contact with goo  Peer based and focused on Often sporadic

practice needs of teachers

Study tours are a good exan

CPD Days Can be beneficial if participi  often too few and far betwe!
Designated days in school feel a sense of ownership Can be taken &sh o | i d :
calendar when there is no teachers

teaching commitment

External Consultants/School Often high quality expertise can pe costly
Based Trainingducation
experts and/or experienced
teachers offering their exper
either to individuals, groups,
entire schools

Not always participatory

2.5.1. Leave terms for professional development

63.

64.

65.

To ensure that teachers actively and regularly participate in needed professional
development activities, it is essential that leave terms are agreed upon and respected. The
ILO/UNESCO Recommendation statisit teachers should be granted study leave on full

or partial pay at intervals and that the period of study leave should be counted for seniority
and pension purposes966: paragraphb).

Professional development leave includes:

A shortterm leave: dayl, weekly, continuing professional development arrangenients
off-site; and

>

long/longefrterm leave: sabbaticals, work exchanges and national or international
cultural or technical exchanges.

Shortterm professional development leave must not only beteptaat full pay but, as far

as possible, government should support such training, particularly where it is related to
changes in policy. Many governments make provision for teacher sabbaticals (box 20) and
long leave through changes in the salary structboe example, in Ontario, Canada a
teacher's pay of four years is spread over five years, providing the opportunity for the fifth
year to be taken as a sabbatical. Such time off could be used by teachers to build on their
experience through further devploent activities, study or research of value to their
schools or future schools, thereby contributing to the improvement in standards through the
dissemination of good practice.
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Box 20
Greater leave opportunities for professional development in Singapore

Since 2007, the Ministry of Education of Singapore has increased sabbatical opportunit
wanting to pursue professional development activities. The Professional Development Leave
enhanced to introduce up to one yegpaif falive to teachers with at least 12 years of service. In
teachers with at least 6 years of service are entitled to one maitHezfveaior every year of servic

These leave provisions are especially designed to give the opporturétafo h er s
renew themselvesdo and are supplemented by
claim between $400 and $700 per year for learning related expenses. In addition to thesiengrg
opportunities faeachers with family responsibilities as well as teachers over 55 years
strengthened. These new policies have been introduced to provide greater support and a mo
environment for teachers.

Source: Government of Singadyomistry of Education, 2006.

2.5.2. Special leave provisions in rural
and remote areas

66.

67.

Attracting teachers to rural and remote locations (see 1.1.1) is a necessary but not a
sufficient condition to enhance education in these areas. The teachers aso mee
provided with training and support to enhance their professional competencies to work in
such areas. The training needs should take into account the specific context of teaching and
learning and include a focus on working in multi grade settiregghing large classes,
adapting teaching to the needs of learners who may, for example, be required to support
their families and communities during harvesting times or other economic activities. In
addition, the fact that teachers in remote and ruralsavféian have lower education and
gualification levels also means that appropriatsdrvice training opportunities must be
available (see figure 1 below).

National governments have tried many different strategies to ensure that teachers are
deployed to rmote and rural locations. More attractive career structures for teachers in
rural areas, such as accelerated promotion and/or preferential access to qualification
upgrading opportunities and/or advantageous professional development schemes, can be an
effedive way to attract teachers. This is why the ILO/UNESCO Recommendation states
that teachers removed from population centres should be given leave to study more
frequently (966: paragrapB5.3). Box 21 shows one good practice in China.

Box 21
Incentivedor teachers in rural areas in China

In China, while significant progress has been achieved in terms of access to education,
exist between regions, and, like in many other countries, it is difficult to attract antkesfagnsgimn
rural areas. To address this problem, the Chinese Government has undertaken a number of i
providing free teacher education to students committed to teaching in rural schools for three vy
training institutiotts organize their internships in rural areas and fostering links between urk
schools.

One recent initiative that provides both incentives for teachers to work in more rersetiase
training opportunidtuiceast iiosn cfalrl eRdu rtah e SficMaoso
years, first sees teachers teaching for three years in schools in poorer regions of the country
can take a onyearMaster course at a university. Following the compkitidegrfeth they then return
rural school while writing their dissertation.

Source: Zhao and Wenbin, 2007.
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Figure 1. Teachers in remote and rural areas: A vicious circle

Lower overall
quality of
educaibn in
remote and
rural areas

Difficult Difficult Lower education
working living conditions levels in rural
conditions areas

S

Challenges in

Larger class . . P
sizes gmultigrade Challenges in recruiting recruiting
classes qualified candidates from qualified local
outside the area candidates

Inadequate
number of
teachers

Hard to attract and retain
gualified candidates in /
rural and remote areas
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Module 3: Professional roles
and responsibilities

3. Introduction

1. This module considers the roles, responsibilities and accountability of teachers as
professionals. It includes those in higher education, in accordance with the principles and
provisions of the UNESCO Recommendation concerning the Status of Higheation
Teaching Personnel (tdNESCORecommendation see Appendix Il for the full text).

2. A key challenge for many education systems and institutions/schools is to develop
systems, procedures and agreements with teachers which seek to balance changing roles,
professional support, freedom and autonomy of teachers on the one hand and to institute
effective and robust forms of supervision and evaluation, to promote public accountability
and improve teaching and learning in schools. Balancing the goals of quadity a
accountability with rights and responsibilities for teachers requires designing and
implementing efficient teacher evaluation systems, promoting codes of conducts and codes

of practice as self egul ati on strategies, p racatemict i n g
freedom, respecting their civic rights and ensuring that fair disciplinary procedures are in
place.

3. This module begins with a brief overview of teacher roles, followed by the professional
freedom that teachers should have and the key challeligém®n reviews policy and
practice concerning teacher evaluation and assessment, followed by a discussion of a code
of conduct and ethics for enhancing professional practice and responsibility. The last two
sections of this module consider the civil tiglof teachers vig-vis professional practice
followed by recommendations on disciplinary procedures.

3.1. Roles and responsibilities

4. The ILO/UNESCO Recommendation (paragraphs 5, 62,a86l 70i 76, Appendix ) and
recommendations of education authorities, i vat e e mp | o yoegangafionsand t ¢
(ILO, 2000a: 3435: OECD, 2005: 908) outline teacher roles and responsibilities within
the framework of teaching as a profession and (largely) a form of public service. These
focus on multiple roles and respsibilities in a constantly changing, lifelong learning
environment and operate at several levels:

Individual teacher and learner

y  Knowledge:Acquisition and maintenance of expert knowledge in at least one field of
learning.

y  Pedagogic skills: Development of specialized skills to transmit knowledge to
learners, acquired and maintained through continuing professional development
(study and training), including integrated use of ICT.

y  Dynamic learninggFaci | i tating | ear meskillsfor managingi si t i
oneobds | i f e and further |l earning, i ncl u«
problemsolving skills and selflirected learning.
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y EvaluationnAssessing |l earnersé strengths, weakn
further devéopment (with due regard to fairness and individual capacity and needs)
through a range of methodsobservation, test results, homework, project work and
others, both formative and summative.

y Student welfare:Applying and communicating a high degree médrsonal (and
corporate) empathy and responsibility for the education and welfare of students in
their charge.

y  Selflearning: Research, reflection on and change as necessary in teaching fractice
the teacher as learner who is also partly responsibleghfgr own professional
development.

Classroom and school

y Collaborative work:Developing and implementing collaborative and team teaching
practices

y  Learning diversity: Teaching crossurricular subjects (life skills, citizenship,
sustainable developmg to a multicultural student population and integrating
special needs learners in classrooms.

y School cohesionWorking for social inclusion and cohesion in a mualiitural,
ethnically and religiously diverse school population.

y School planning and amagementTeam work to establish common goals through
school plans and therganiation and management to achieve school and-#tteool
or system (local or larger) objectives as part of enlarged school leadership.

y Decisionmaking: Participating indivilually and collectively (through associations or
unions) in classroom and school decisinaking on instructional and social
organization (school councils and evaluation or disciplinary bodies).

Parents and communities

y  Parent guidance/relationsCommunicating professional feedback and guidance to
parents or guardians on student difficult

y Community outreachBuilding wider support for individual and school learning
capacity and success through outreach and partnerships with community leaders and
institutions, private enterprises/employers, professional associations and trade unions.

All of these roles are catantly evolving over time, as social, economic, political and
technological change impacts on the teaching and learning environment. For these roles to
be fulfilled successfully by teachers, individually and collectively, requires strong
understanding, gport and training through professional development programmes (see
also 2.8 and 8.4 especially).

5. TheUNESCORecommendation (paragraphg 38) sets out many of these same roles and
responsibilities but also focuses on those specific to higher educatiahlyno

y Teaching: Fulfilling teaching duties for all learners in regard to the individual or
institutionally defined curricula, including encouraging critical thinking and free
exchange of ideas.
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Yy Research: Undertaking scholarly research and dissemigatiresults through
professional outlet§ publications and conferencésthat is intellectually honest,
evidencebased and respectful of ethical and intellectual property standards.

y Institutional Governance:Participating in collegial governance mecharssrof
institutionsi department and faculty councilsaand professional bodies.

y  External research: Sharing knowledge, information and technical skills with
community leaders and institutions, enterprises and employers, professional and
wor k er s 6onsandthergéneral public, in ways that avoid conflicts of interest,
material or intellectual.

Roles and responsibilities in higher education must also be defined and implemented in
relation to institutional autonomy and accountability (1997: paragraptistyi

3.2. Professional freedom

6. The ILO/UNESCO Recommendation states that the teaching profession should enjoy
academic freedom in the discharge of professional duties. Since teachers are particularly
gualified to judge the teaching aids and methods most suitable for their pupils, they should
be alloved to choose and adapt teaching material and teaching methods, within the
framework of approved programmes and with the assistance of the educational authorities
(1966: paragrapBl).

7. The ILO/JUNESCO Recommendation indicates two key aspects of professimedom.
The first is freedom which pertains to the delivery of the curricula, subject to a nationally
approved framework. The second is freedom which pertains to unfair and unwarranted
interference by parents in teaching and learnih§66: paragrapt67). While these
guidelines assert the principle of academic freeddime key issue is what this means in
policy and practice. The understanding of academic freedom varies from country to
country and between levels of education.

8. Within the university sectoprofessional freedom refers to the freedom of teachers and
researchers to pursue their academic interests and research without government or
corporate interference or restrictions imposed in the name of institutional autonomy. They
should also be given eertain degree of leeway in terms of what they teach and how.
Actual degrees of academic freedom vary greatly from country to country, with some (for
example Myanmar) where it is in effect Reristent, and are usually linked to the general
political situdion in the country (Altbach, 2001).

9. Promoting academic freedom in schools means facing a tough balancing act between
freedom of speech and the necessary degree of professional autonomy and the need for
standardization and uniformity in curricula in agresmn with the standards set by
educational authorities in democratically elected environments, national or local. The
starting point for ensuring the protection of the freedoms of teachers is the need for
constitutional and other legal guarantees of freedtoigeneral. However, such freedom
must be balanced and pupils and parents should and must be protected from hate speech,
discrimination, and so forth. Professional freedom for teachers must incorporate equality
and equity in the classroom as a fundamemmhciple. In other words, teacher
professional freedom should not and cannot be used to exclude particular group of learners
and discriminate between learners in the classroom. In a study of inclusion and exclusion
in South Africa and India (Sayed et,&008) it was noted that teachers in some schools in
India ran separate home economic classes for upper and lower castes, instituting rules that
| ower caste pupils and the fAuntouchabl eso
cook in the same roonmsahe upper caste Brahmin pupils. This example illustrates the
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Table 1.

point that teacher professional development should include a commitment to principles of
equality and equity. Table 1 and box 1 below summarize and illustrate some of the
tensions between teamhprofessional freedoms and the imperative of accountability and

equality.

Academic freedom in schools: A balancing act

Teacher needs System needs

Protecting freedom of speech of teachers The need for a uniform and common curriculun
Protection of freedom of research for teact framework

Recognition of the expert skills and knowle Enhancing teacher accountability to the local ct
the teacher with regards to teaching methc and to the nation

curriculum Protecting leams and parents from the religious

political beliefs of teachers and other pupils

Box 1
Academic freedom v. following the curriculum: The case
of the teaching of evolution in US classrooms

Recent events in the United States have brought thefcaesdiemic freedom for primary ang
school teachers to the forefront. Typically, the school curriculum teaches the Darwinian theo
the central scientific precept regarding the origins of human life on Earth. However, sgmg
expressed reservations about that theory, mainly on religious grounds, saying it is not compat
that humans were created by God in their present form.

In 2008 a number of facademic fr eoe tonalol
teachers to teach competing views on the origins of human life in biology lessons, for exampl
fiintelligent designo.

From the point of view of the supporters of the bills, teachers should be allowed to teach ¢
regarding evolution and should have the
contravenes their own beliefs. From the point of view of opponents of the bill, there is no ¢
opposition to evolution, and ale@achers to veer away from the agreed curriculum on that su
mean teaching highly questionable fAtheori ¢

This case illustrates the complexity of a notion such as academic freedom, especial
education level. How muaitrol should teachers have over what is taught? While some degreg
should be granted, it is important to balance it with adherence to minimum standards and resp
teaching curriculum.

Source: Simon (2008).

10. In the context okchooling, the following principles should guide the process of reaching
an agreement in balancing the professional freedom of teachers and the need for

accountability.

t each

A Promot e t he active i nvol vement of
organizaibns, in the development of the curriculum, course work and teaching
materials.

A Allow teachers flexibility in terms of teaching methods and assessment within a
nationally defined curricula framework (see box 2).

A Develop a national policy on professabrireedoms which clearly outlines roles and

responsibilities of teachers with respect to teaching and relationships with parents.

monitored.
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3.3.

Box 2
Professional freedom in SbiEast Asia

A report of teacher policies in-EasthAsia noted that, in most cases, countries required te
follow a national curriculum and guidelines from ministries of education in terms of assess
degree of freedom and flexilias permitted in teaching styles and methods, particularly in reg
where the curriculum sometimes needed to be adapted, for example to the needs of indigen
more difficult and resogagce teaching and learning conditions.

Source: UNESCIRQ EI (2003).

Teacher evaluation, assessment and feedback

11

12

13.

Teacher assessment and evaluation are essential and sometimessaddé&raching
management tools. A Teaching and Learning International Survey (TAHSD, 2009)

of 24 countries’ found that teachers overall felt positive about teacher appraisal and
feedback and noted that it was:

p=

fair and useful to their development as teachers;

p=

increased their job satisfaction and to a lesser degree their job security.

There is theefore both a benefit to the teacher and to the school and education system as a
whole in conducting regular, fair and transparent evaluation activitieslLTHIEINESCO
Recommendation is clear that any teacher evaluation and assessment should be supportive
of efforts to enhance teacher professional competencies and that it should be fair and
objective. Teachers should also have a right to appeal against assessments which they
deem to be unjustifiedl@66: paragraph63 64, see also 3.3.3).

A trend is growig in many countries to rely more heavily on teacher performance
assessments. Such performance assessments should not be overused, however, to focus
teacher assessment only on fAsupervisoryo c
discipline) and rewards, nor should they be confused with the application of codes of ethics

by professional bodies. Teacher evaluation goals of accountability, career and professional
development and student progress need to achieve a certain balance (see 3.3.1).

3.3.1. Purpose and principles of teacher evaluation

14.

15.

Teacher evaluation systems serve several purposes, for which objectives should be set, and
which can distinguish between two primary functions.

One is for purposes of appraisal to ensure that accountability eeet ohjectives are met:

A Accountability: mechanisms for teacher assessment and evaluation can increase
accountability to school management and administration, pupils, parents and the
wider education system, with positive-pyoducts of greater stakehotdengagement
in the learning process.

’ Australia, Austria, Belgium, Brazil, Bulgaria, Denmark, Estomiangary, Iceland, Ireland, Italy,
Republic of Korea, Lithuania, Malta, Malaysia, Mexico, Netherlands, Norway, Poland, Portugal,
Spain,Slovakiag Slovenia and Turkey
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Career progress:teacher evaluation has as a key objective the measurement of
performance standards to enable teachers to move to a higher grade or a different
position.

16. The second purpose of an evaluation systemo igromote positive teacher professional
growth so as to attain professional development and improved teaching and learning
objectives:

A Enhance professional developmeetcher evaluation is an important way to identify
areas for future professionalwddopment. Once an evaluation has been carried out,
the teacher can, along with his or her evaluator, identify missing or weaker skills and
develop a plan for improvement.

p=

Improve teaching and learningeacher evaluation should have as its central dp@al
improvement of teaching and learning. Within this perspective, an emphasis should
be placed on the reward of good practices, as much as on the improvement of weaker
ones. Such appraisal should be largely diagnostic and formative, identifying
weaknessein skills and competencies, and should be holistic, based on all variables
in the school setting which affect teaching and learning (ILO, 2000a). Effective
teacher evaluation should thus enhance teacher solidarity, collegiality and team
cohesion.

17. Tensiors can arise when attempting to design a system to fulfil both functions. There are
two main potential sources of tension within any evaluation and assessment process. The
first is between the two main functions, namely appraisal on the one hand, and the
professional growth of the teacher on the other. While there will be a desire from pupils,
parents and society as a whole to evaluate teachers and ensure that the best ones keep
teaching and those with weaknesses are not rewarded, at the same time th®revalua
processes should not be threatening to teachers and should be a means to identify
professional growth opportunities. Increasingly it is believed that one way to deal with this
tension is to separate the two functions. This can mean in practice tatsegssessment
and evaluation activities with different outcomes but with interconnecting links, including
with whole school performance (box 3).

18. The second potential source of tension is between internal and external evaluation
(Weber,2005). SeHevalation and schodbased evaluations are increasingly common,
shifting the responsibility from outside to inside the school. However, in many cases, there
is still a role to play for an external evaluator, and achieving the right balance can be
tricky. Whos evaluation should have more weight? Achieving a balance will be easier if
the process is transparent and based on dialogue.

DEPTS-2012-Handbook-2012-02-0241-1-NR.docx/v4



Box 3
Reforms in school evaluation in South Africa

In 2003, South Africa introduced a reform in the monitoring and evaluation of its educatio
in place thimtegrated Quality Management System (I@Nli$three main components:

Yy Development appraidal individual teachers and edubat®d on transparency, the need to ig
strengths and weaknesses in the teaching practice and draw up professional developmen

Yy Performance measuremeatevaluate teachers for salary and progression as well as re
incentives

Yy Whok-school evaluatioto assess the overall effectiveness of the school and the quality of t
learning

The idea was to separate those three functions while maintaining the links between the
build a more comprehensive evaluation. $ystphasis is given onesalfuation, both at the indivig
teacher level and the whoiol level, and the definition of quality as well as the impro
performance is seen as the responsibility of those delivering education outteacbers.entheh
schools themselves. To balaneevaglfition with a view from the outside, the concept of a critig
al so used, in the form of a development s
and another teache who wi | | come in an-evalwomfirm or

There has been some criticism of the IQMS however, not so much of the goals it aims tg
central principles, but of its implementation and feasibility inahexammeSouth African educati
reform and challenges. It was noted that there is a tension between the internal and ex
evaluation, at both the individual and school level, and that the process is not always as
shoud be. However, it should be acknowledged that the system is still relatively new and that
of sekevaluation can take time, especially within an education system facing many other chall
history of segregation, insuffiesmirces and poverty.

Sources: Carlson, 2009; Weber, 2005.

19. To achieve the objectives of appraisal and professional growth it is essential that the
teacher evaluation system is sound and robust. To this end, it should be based on the
following criteriaand principles:

A Formative: A sound evaluation system will be formative in that it focuses on
identifying strengths and weaknesses in skills and competencies and ways to improve
professional practice. The feedback from the evaluation should encouradenfree
initiative, responsibility and responsiveness to students needs.

>

Linked to schoelide evaluation, strategy and goafchootwide evaluations, rather

than individual appraisals, are increasingly common and seen by some as a way to
foster teamwork @d decrease the pressure on individuals and competition between
teachers. Evaluating the performance of an entire school is a distinct activity from
evaluating individual teacher performance, and in many cases both will be carried out
within a school. ThelTALIS research (OECD, 2009) found that teacher appraisal
could be made stronger if it was more closely aligned with selmd evaluation,
strategy and goals.

)

Based on holistic criteriaA holistic approach to teacher assessment and evaluation
will consider all variables in the school setting which affect teaching and learning and
be contextspecific. It should take into account diversified teaching situations and
profiles, including gener and difficult or highly specialized teaching conditions. For
example, teachers teaching special education or disabled learners, or teaching
disadvantaged populations, should be assessed with this in mind. Some classroom
factors such as class size, whegtthere is multgrade and doubishift teaching and
general conditions of teaching should also be taken into account.
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p=

>

Transparent:For assessment and evaluation processes to be fair and seen positively
by teachers, it is important that the procesgdasparent and that teachers receive
detailed feedback.

Objective:A basic set of objective criteria should be outlined for teacher assessment
and evaluation, although the criteria should be sufficiently flexible to take into
account specific teachingootext as noted above. To increase the objectivity of the
evaluation, it is also good practice to ensure that more than one person assesses the
teacher and that the different views are canvassed e.g. views of head teacher, external
evaluator and students.

Equitable and fair: All teacher assessment and evaluation processes should be
equitable and fair and include the right of appeal by the teacher. If the teacher has
reasonable grounds to believe that he or she has been unfairly evaluated, he or she
should have the right to be represented by a teacher organization or other for an
appeal. Rights and procedures of appeal of unsatisfactory assessments should be clear
and part of the evaluation and assessment policy.

Balance need for improvement with postieedbackWhile improving the practice

of teachers receiving less favourable assessment is important, teachers around the
world often express the desire for more balanced appraisal and particularly for
recognition of their progression. The TALIS (OECD)0®8) survey revealed that
teachers often felt that they received little recognition when they improved their
teaching. Positive feedback and reward has a positive impact on teacher motivation
and effectiveness.

Based on professional self regulatiofhe ILO/UNESCO Recommendation puts

great emphasis on teaching being a profession, and teachers as professionals with
deep skills, training and knowledge about learning processes and education. This idea
of the professional teacher should underpin any assesamgevaluation framework

and therefore should encourage professionakreglilation.

Boxes 4 and 5 illustrate working teacher assessment systems, their criteria and processes.

applied by prefecture boards of education to address perceived weaknesses and im
performance of a certain percentage of teachers, teacher organizations have takeorisstetiovi{
criteria and procedures. The Joint ILO/JUNESCO Committee of Experts on the App
Recommendations concerning Teaching Personnel (CEART) has recommended some improy

y

Sources: ILO and UNESCO (2008).

Box 4
Evolving teacher assessment in Japan

In the context of an evolvirghé&zassessment system recommended by the Government of

ongoing review and modification as needed ofguédielivas and their use by prefecture k
particularly with regard to their influence on professional standards, responsibilities
autonomy in the classroom;

greater emphasis on schaséd systems and mentorship, with extemgdiggiolyed to consolid
daily experience, to address more general areas and to provide the opportunity to establi
and support groups;

more objective criteria and procedures guaranteeing due process for teachers who may
not having sufficient aptitudes or skills to carry out their teaching responsibilities and 1
training or reassignment, including ens
before any recommendation is made, amdtegriag the impartiality and sensitivity of the
procedure; and

more opportunities for the boards to share experiences and good practices and for teg
organizations to actively contribute through a process of full andogfiectivth dialiew to mak
sustainable improvements, widely accepted by all education stakeholders, including paren
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Box 5
The Teaching Performance Evaluation System in Chile

In Chile, since August 200&aalhers in schools belonging to the municipal system are evall
four years via the Teaching Performance Evaluation System (Evaluacion del Desempefio Prg
agreed between the Ministry of Education, the Teachers Associationilesard Aksog€iation
Municipalities. The agreement followed two rounds -@fidmwungultations, which resulted in
10,00Qvritten contributions by teachers.

The process of negotiations between actors was long and arduous because efviberten
formative and a summative understanding o
system that would allow teachers to grow professionally, and on the other hand the gover
improve accountability and performacompromise was reached for a system that served both fy

The municipalities administer the evaluation process and take responsibility for teach
plans. The Ministry of Education, through the Centre for Training, ExperiResgatiniarifedago
(CPEI P) provides the |l egal framewor k, revi
validates the evaluation instruments, selects and trains the evaluators and monitors the
evaluation systemiugnsity experts assist the CPEIP in the production of evaluation tools and
evaluators.

Evaluation 1is based on <criteria defined
Ensefianza). The framework covers four domains: prEptrati@aching; creation of a setting
promotes learning; teaching for the learning of all students; and professional responsibilitig
takes account of between four and six criteria.

The evaluators must:
Yy be teachers selected, atited and trained by the CPEIP;

Yy  belong to the same level and type of school as the teacher being evaluated; and

Yy not work in the same school as the teacher concerned, although preferably work in the sa
The evaluation uses four instruments

y portfolio of the teacherés work includin

Yy awritten sedfvaluation by the teacher;

y a peer interview structured according to

y ar@gort on the teacherods performance by t}

The appraisal informs teachers about the strengths and weaknesses of their practice,
professional development actions they can take and is alsorosetltudifalities and teacher edug
institutions about overall training needs.

Teachers are ranked in four categories: excellent, competent, basic or unsatisfactory:

y teachers evaluated as excellent or competent have preferential accessalodprafiegsier
opportunities, internships abroad, mentorship positions and participation in conference
among other things; and

Yy teachers rated with a basic or unsatisfactory performance follow a tailored profession
programmand receive another evaluation a year later. If the second evaluation is still not §
teacher is removed from their teaching post and follows a second improvement plan, aff
evaluation is organized one year later. A thisfactsg evaluation results in removal frg
educational system.

The system was implemented gradually, starting with a pilot, with more and more
evaluated each year. Overall the results have been fairly satisfactory wittgtepahisradadating t
system, although some have contested the result of their evaluation. Interestingly, most teac
an flunsatisfactoryo evaluation i mproved i
improve teher performance.

Source: OECD, 2005; Avalos and A268élb
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3.3.2. Forms of teacher assessment

20. Several teacher assessment methods exist around the world: which ones are used will

Table 2.

depend on the purpose and desired outcomes of the process, as wathearthavailable

to the education system. Traditionally, teacher evaluation has been associated with the

i mage

of t he Ai nspect

or o, an out si

der
performance, which in many cases was perceived negatively by tedClaglson, 2009).
Increasingly schools are moving away from this model and optingnfae collegial,
flexible and schoebased systemsf teacher evaluation. Table 2 below shows different
approaches to evaluation in different countries, based on whaiasnthe assessment.

of

Teacher evaluation can be performed internally by peers, head teachers, or students.

Another option is to have the evaluation carried out by an outside person or body, for
example by an inspector. Additionally, evaluations can foctiserion the individual

teacher, or on the whole school. It is important to note that these are not mutually exclusive
and that comprehensive assessment and evaluation system will utilize a range of methods
and approaches depending on and adapted to tbiéicpentext.

Teacher evaluation systems

Type

Description

Examples

Internal/collegialndividual teacher

forms

Peer evaluatidRare, but other teachers c
be brought into the evaluation process

Student evaluati®udents asked to fill in
questionnaires about their teachersmon
in higher education

Individual selfsessmenteachers evaluat
themselves against a set edgtermined
criteria

School heath many cases the head teac
or the principatlii®e main evaluator of teac
performance

School management bdtg: school
management body can be involved in te
assessment

Whole school

Whole school seffsessmentollaborative
process of school-ssfluation with teache
head teachers, pupils, staff and parents

In Iceland and Hungaryeselfuation is th
main method for teacher accountability

In Greece, as a complement taetioal by
school advisors, other teachers are cor
during teacher assessments

In the Shanxi province of China, teache
evaluation is done regularly via classro
observations, both by other teachers (f.
and school administrators.

In large secoay schools in the UK, the
school head evaluates the managemer
who in turn evaluate the teachers

In Hungary evaluation of teachers is at
discretion of the school principal, in Jag
some prefectural boards of education ¢
introducing te@er evaluation and in Mex
evaluation occurs when teachers volun

apply

In Sweden, in additioexternal evaluatiol
every school must write a quality repor
year

In South Africa the Integrated Quality
Management System (IQMS) includes
school and seffaluation
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Type Description Examples
External Individual teacher
evaluations

Teacher inspectiofpecialist ipsctorates
evaluate the work of individual teachers
report to national or regional authorities

In France, outside inspectoratesheamei
authority over teacher assessment and
evaluation. School heads contribute to

evaluation, but they are not considered
teachers in the school hierarchy

In the UK, the Office for Standards in

Whole _5Ch00| _ Education (OFSTED) is a government
Inspections of schools by education star respasible for whole school inspection
agencies as a range of other government educat

services.

Advice from a critical friend/outsidé expe

In Ireland and Norway, the emphasis i<
whole school evaluation rather than inc
teacher evaluation

SourcesEurydice, 2008fang, 200DFSTED, 2009

3.3.3. Process of teacher evaluation

21. Earlier it was noted that any process of evaluating teachers should be objective, holistic,
standardized but flexible and transparent. The process of evaluating teachers begins with a
planning and preparation statgedetermine baseline data or reference marks and to clarify
and communicate criteria and procedures. It will not end before the assessment results or
feedback are communicated, all clarification or appeals procedures are exhausted (see
below) and the neesary posktvaluation training to improve performance and correct
weaknesses has been completed. The process usually utilizes a range and methods and
tools of obtaining information about teacher performance including:

A  classroom observations;

A interviewswith the teacher, either one to one or with a panel;

A selfevaluation questionnaire for the teacher;

A . the teacherbds qualifications, for exampl
been undertaken, can also be used as an assessment tool andbe@avaluation
criteria questionnaire to students; and

A the use of teacher portfolios based on a range of teacher activities, in print or video

format.
22. Especially if summative with a view to denial of rewards, application of sanctions or
disciplinay measures, teachers should have the right for assessment results to be clearly
communicated (preferably in writing) and to appeal negative assessments. It is important
t hat appeal sd procedures ensure thented ndi
before any final recommendation is made and guarantee the impartiality and sensitivity of
the appeals procedure and decigiaking body. Independence from the initial assessor,
for instance by means of an independently constituted board of peeexpeds not
connected to the school leader or body making the assessment and careful attention to
gender and cultural sensitivities enhance a sense of fairness and acceptance of the final
results. Unless a final decision concludes with termination of gmaot, teacher
assessment then continues through the remedial training recommended as needed for

Vi
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improving/strengthening teacher performance or correcting weaknesses (see also boxes 4,
5 and 6).

Box 6
Performance Threshold Assessment Appeals in the UK

The Performance Threshold Assessment scheme is an important career and compensati(
the UK (see also module 5). When unsuccessful, teachers may appeal.

In such cases, head teachers should provide teachers with a written explavaticablé&
assessment decisions and must notify teachers of a decision within 20 working days of inform
body of that decision. Feedback should be in writing, explaining the outcome of the applicatio
ten posthreshold stdards including which standards have/have not been met and why. Head
not permitted simply to state that an application has not been successful or that particular st
been met without explaining why. The Department fordedisssgitimat feedback should be "sen
informative and developmental® and help the teacher and line manager to identify prio
professional development.

I f unsuccessful, a teacher 6s a prpoedurlesetagtin
individual school 6s policies. Teachers ar
accounted for or reasons for failing to meet standards were not provided. The appeal may re
committee to detemnthat the teacher did meet the standards or ask it to direct the head teach
a further assessment.

Source: NUT, 2011.

23. Teacher assessment, formative or summative, requires a proper allocation of resources,
both time and funds, especiallgrfadequate and proper training (part of the time and fund
allocations) on the objectives, criteria and processes to be used by assessors and those
being assessed. Periodic evaluation throughout a teaching career (every three to five years
at a minimum, mee frequently if serious weaknesses require correction) and universal
accessibility (especially for teachers in rural and remote areas) are essential for assessment
systems to serve their intended objectives. These factors must also be costed and funded
(see box 7 for one illustration of solutions in a limited resource environment).

Box 7
Reforming school supervision in Uganda

Ugandads recent strides towards i mprovi
inspection service. After a slny the Education Standards Agency began operating in 2001,
outdated inspectorate in the education ministry. Efforts have been made to tailor the service
with limited resources. Where the former body covered sadrelispasgiolicy, curriculum develop|
exams, troubleshooting, staff development and independent school registration, the new one
visits.

The inspection service reform dr ew with many
internally displaced families from edfdtictd Northern Uganda and refugees from neighbouring
In 2000 Masindi scored among the lowest districts in the natisnhbpfileaving exam. An exten
districbased programmeschool improvement, combining internal school evaluation and exte
based supervision, produced remarkable results: Masindi went from onep#riberpograistricts
2000 to one of the top five in 2007-hkkmofrom Masindi was ifeed the revised national inspeq
approach, which was subject to a national consultation in 2005.

Source: Taken from UNESCO (2009).

3.3.4. Licensing and recertification

24. Teacher licensing and recertification, or its equivalent in countries that apply similar
processes under different terms, describes a process by which teachers who are already
working in the school system renew their teaching licence at regular intefVass.
renewal is typically based on teachers demonstrating positive assessments in performance

96 DEPTS-2012-Handbook-2012-02-0241-1-NR.docx/v4



evaluation and/or having taken part in a required number of professional development

courses, based on core standards of teaching (see also 8.2 on natioriahtiradifand
recognition). Recertification of teachers is a rare practice, but it occurs in Israel and in a

number of states in the United States, where teachers must undergo a number of

professional development activities in order to retain their teadici@igce, usually every

five to ten years (OECD, 2005: 123; 193).

25. A teacher licensing and recertification system has certain benefits (OECD, 2005: 194):

A

p=

It provides strong incentives for teachers to update their knowledge and skills
continuously and iallows school systems to identify core areas in which teachers

need to keep improving.

If recertification is based on professianide standards of good practice, it enables a
system to create a coherent understanding of what teacher professionalisranta

should help to build public confidence in schools and teaching.

26. However some problems have been noted:

A

>

Recertification programmes based on teachers completing designated developmental

activities are difficult to implement when educational authes at the appropriate

level do not allocate adequate resources for training and when such programmes are

not based on the needs of teachers.

Professional development is important, but there also needs to be a close link between

recertification, whateachers are actually doing in schools and what their students are

learning.

27. Recertification may also apply across state or regional borders within federal states and

across national borders, as teachers migrate to obtain opportunities for better emiployme
or professional growth and receiving education systems seek to maintain national

gualification standards. Such is the case in the UK (box 8).

Box 8
Recertification of overseas trained teachers in the UK

Within a certain number of years of obtaikingaver an i nstructor

(0]

(England and Wales), overseas trained teachers with the requisite qualifications must a
Teachers Status (QTS) through the Overseas Trained Teacher Programme (OTTP). QTS

through assessméaised training (England only) that includes submission of a portfolio of abiliti
a Graduate Teacher Programme (GTP) that provides on the job training, as for UK nationals
to become a teacher. Both patht&keayp to one year to complete (the maximum). Recognition ¢
registration with the teaching councils of England and of Wales involves successfully achie
three major domains: attributes, including relationships with learnersirécatioco with othe
knowledge and understanding of various teaching and learning parameters including core cu

learning diversity; and skills in core areas such as teaching, assessment and teamwork.

Source: TDA, 2011.

3.4. Codes of ethics and conduct

28. ThelLO/UNESCORecommendation notes the importance of teachersesglfating their

actions as professionals and recommends that teachers should display the highest level of
professional conduct and ethical behaviour (paragraph 70). These standards should be

defredad mai ntained in collaborati on7l)vandt h
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codes of ethics and conduct should be esta
enhance professionalism and the exercise of professional duties (paragraph 73).

. A teachercode of conduct has many benefits:
A It can support and protect teachers by outlining clear guidelines and rules of

behaviour, serve as a reference point when ethical dilemmas arise and prevent unfair
accusations against teachers.

A It can protect parentnd pupils against unethical behaviour by teachers and provide
rules and procedures for complaints.

A It can promote accountability of schools and teachers to pupils, parents and the
community.

A It can enhance teacher professionalism and commitment lojngalhem to high
standards of ethics and increasing their ownership and responsibility over their
behaviour and teaching practice.

. The terms Acode of conduct 0O, fificode of et hic
interchangeabl vy, dloiwgtlvtelry t diefyf emeant it hi ngs

Dresscher, 2007).

A A code of ethics is generally a short document with a set of ethical principles, usually
limited to broad and general fundamental values that are meant to guide the teacher in
their everydaypractice (see Anex 1 for a more detailed set of principles
recommended by Education International).

A A code of conduct is more detailed and addresses specific situations as well as actions
to be taken or not. Codes of conduct are often broad, apthg toverall conduct and
behaviour of the teacher and are likely to be more effective if they include specific
sanctions to be taken if a teacher breaches the code.

A A code of practice contains ethical standards, as well as rules of professional duties.

Caodes of practice are often designed and implemented by professional bodies and
they are concerned mostly with what kind of teaching happens in the classroom, as
opposed to the overall conduct of the teacher.

. For example in Ontario, Canada, two referenceudmmts exist for teachers. One is the
Standards of Practice for the teaching profession and the other is the Ethical Standards for

the Teaching Profession (see below box 11). The Ethical Standards focus on the principle

and values of care, respect, trustldntegrity, while the Standards of Practice refer to
professional knowledge and commitment to students. Both documents are quite short and
gener al , whil e South Africaodos Code of Condu
detailed and outlines spedifactions and behaviours.

. The more precise the actions are, the more enforceable the code can be, so in that sense a
code of ethics is more a declaration of principles that teachers voluntarily choose to follow.

It therefore serves a different purpose tlacode of conduct or practice, which in some
cases can be enforceable by an outside authority such as a teaching council or
administrative authority. Design and use of codes of practice require careful attention to
the process and means of implementatias,experiences from Sou#fsian countries

show (box 9).
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Box 9
The positive outcomes and challenges o
The experience of Nepal, Bangladesh and India

In Bangladesh, Nepal and the Uttar Pradesh Province asfhieidizodes of conduct have beg
place implicitly or explicitly for a |l ong
found that overall they had a positive impact. Respondents from the three countries felpuht
them to resolve ethical problems and dilemmas of their everyday teaching experience.

Despite the overall positive effect of the codes, a number of areas for improvement we
study. In terms of design, it was found that in India dhe ptepaks had been highly centralized-a
down, because stemming from concerns over corruption in the public service. In Bangladeg
was greater participation of teacher s oadens
also noted that while the majority of them had seen the code of practice, they did not have eag
some elementary teachers in Uttar Pradesh found the code difficult to understand. In terms
was noted that the prots of lack of access and understanding acted as constraints and that
know how to lodge a complaint against teachers infringing on the code. There were also con
Nepal that when there were complaints, they were notuakeriastly, it was found that there w|
systematic capadityilding programme relating to the code of conduct in all three countries.

Source: Van Nuland and Khandelwal, 2006.

3.4.1. Elements of a code of conduct

33. A code of conduct or practice shouiitlude some general statements of principles related
to commonly agreed ethical principles of good teaching practice and behaviour, including:

A

>

b=

b=

>

accountability to employing authorities, either different government levels or school
authorities;

accountality and commitment to pupils, parents and the community;
general behaviour and attitude;

relations with educational authorities andworkers based on respect;

relations with students and parents in the framework of mutual respect, professional
auonomy and responsibility;

34. In addition to general principles, a code of conduct should include a list of binding and
sanctionable actions. The exact list of which actions should systematically be carried out
and which ones should be sanctioned is likelgliffer from country to country but should
cover:

A

)

>

>

>

specific description of unacceptable relationship with students, abuse and sexual
harassment;

rules on disciplinary measures, including corporal punishment and violence against
students;

neutrality/inpartiality regarding political and religious matters in curricula and
instruction;

presence and absences;
relationships with parents and staff;

procedures for grading and evaluating students;
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>

management of school funds and procurement of schoelialat

p=

rules about private tuition and exarricular activities that may create conflicts of
interest.

35. Anillustration of content for a code of conduct is provided in box 10.

Box 10
The code of conduct for teachers in South Africa

The South Afric@ouncil of Educators is the main implementer of the Code of Conduct for
the body responsible for investigating any complaint by a parent or teacher, having the au
teacher found to have breached the code or strike themdrencthee r s 6 r egi st er

The code of conduct covers the relationships between the educators and learners
community, colleagues, the profession and the employer. It includes general statements of pri

An educator:
Yy Respects the dity, beliefs and rights of learners and the right to privacy and confidentiality
Yy Acknowledges the individuality and needs of each child and guides and encourages them
Yy Promotes good relationships with parents, recognizing them as partners
Yy Keeps parents informed of a Ié&pregress
Yy Acknowledges that his or her duties require cooperation with and the support of colleague

It also includes more specific actions to be taken, as well as actions that can be sanctioneg
for example:

An educator:

does not humiliate learners, or have sexual relationships with them

does not harass learners, sexually or physically

uses respectable language and behaviour and acts in a way that will earn respect from leg
does not abuse bisher position for financial, political or personal gain

does not undermine the status and authority of colleagues

does not sexually harass colleagues

NSNS

does not discuss confidential and official matters with unauthorized people

SourceSACE2006

36. To be relevant, a good code of conduct should be rooted in real problems and sources of
unethical behaviours by teachers. Conducting a participatory survey among teachers and
administrators prior to the designing of the code is an effective way to ensure any code of
conduct that is developed is relevant and linked to the realities of the specific country
context (box 11).
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Box 11
Unethical teacher behaviour

Inawideangingsurey of teachers and administrato
in India (Uttar Pradesh), Bangladesh and Nepal, respondents identified the following main g
unethical behaviour by teachers:

human resource management

procurement of materials

conduct of school inspection

school admission

school examinations and qualifications

embezzlement and mismanagement of school finances
attendance and absenteeism

poor human relations among staff

S N S

private tuition

Thisexample shows how teachers and administratorplaeedvédl identify sources of unet
behaviour. While this survey was not carried out with the purpose of designing a code of
exercises can be used as a starting point wherde iete be designed and implemented.

Source: Source: Van Nuland and Khandelwal, 2006.

3.4.2. Process of developing a code of conduct

37. While a code of <conduct is essenti al to t
behaviour will be greatlgiminished unless: teachers are engaged in its design; it is widely
disseminated; there is capacity building and sensitization of teachers about it; capacity for
its enforcement is developed; and it is widely supported by teacher organizations.

38. To ensure he efficacy of a code of conduct, participation in its development is key.
Ratteree (2005) notes that changes in policies are sometimes met with scepticism by
teachers and teachersd organizations, but
teachermvolvement is limited to superficial consultation. Meaningful participation means
an active involvement in the formulation of policies from the onset. This is especially
crucial in the case of a code of conduct or ethics for teathiwes ownership mustebas
deep as possible. Real involvement takes time, resources and commitment, but failure to
integrate fully teachersdé views wild.|l serio
a code of conduct or practice. In order to ensure a participatoparpt®n process, a
number of activities and tools can be used in the design and revision phase (Van Nuland,
2009), such as:

A focus groups;

A schootbased forums;

A case studies;
A  feedback forms;
A discussion guides.
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39. Similarly, during the implementatiophase and on a continuing basis, sensitization and
dissemination activities should be carried out to ensure that a code is well understood by
teachers and that it can make the leap from policy to practice (Van Nuland 2009). Some
ways that this could be de include:

A dissemination of newsletters and brochures about the code;

A maintenance of an up to date web site, highlighting the code and its use;

AL use of teachersdé and principalso6 fAhot]l
ask questions;
A regular seminars and workshops for teachers, school administrators, representatives of

teacherso wunions and others abo-depth t he
sensitization of some issues (for example, sexual harassment or the potential ethical
issues bprivate tuition).

40. An example of one successful effort in Canada is provided in box 12.

Box 12
The provincevide standards of practice for teachers
in Ontario, Canada: An inclusive process

The province of Ontario, Canada, has a provincial stanaletids fufr all teachers, as well as €
standards for the teaching profession. The enforcement of these standards is the respen
regulating body, the Ontario College of Teachers, which is in effect a teacher professionalforg
the most part by teachers. The development of the standards followlegth [mgicipatory process
ensure that all actors, and teachers in particular, would not feel threatened by these new st
new body.

A national argternational literature review was first carried out to inquire into teaching star
the world. From this review emerged seven key themes that were used as the starting points
subcommittees and focus groups with large ofiteberers. Over a period of six months, more t
people participated in the process. Following that exercise, a draft of the code grouped the st
through the survey into five groups and this was widely circulated for feedbackionhees approv
in 1999 and has been revised since then. It outlines five key areas for teaching practice:

Yy commitment to student and student learning
Yy professional knowledge

Yy teaching practice

Yy leadership and community

Yy ongoing professiolealrning

Overall, the Ontario experience is a good example of actively involving teachers in the
implementation of standards of practice. The process, while it was long and demanding, haq
concept of the teacher as a prfi@ssaccountable for his or her practice.

Source: Van Nuland and Khandelwal, 2006.

41. The UNESCO International Institute for Educational Planning has also developed
guidelines for the design and use of teacher codes of conduct (box 13).
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Box 13
UNESCO lIEfuidelines on teacher codes of conduct

The |11 EPO6s Guidelines for the design an
resources and tools for national and local education stakeholders on the following subjects:
Yy defining a codeaoinduct
formulating code contents
developing and adopting a code
disseminating and promoting a code
implementation
reporting and sanctioning misconduct

y
y
y
y
y
y

reviewing and evaluating impact

Source: Poisson, 2009.

42. For a checklist on the process ofvd®ping a good code of conduct and its contents see
table 3.

Table 3 A checklist for process and content of a good code of conduct or practice

Principles Key questions

Inclusive and participatory T Did the drafting process include teachersadictioistrators,
parents, students and community representatives?
) Was the draft shared with a large group of actors? Was th
gathered to revise the code?

Clear, relevant and understar i Were teachers and school administrators suidentifi/tepecif
actions and sources of unethical behaviour?
i Is the code short and written in simple and clear language
T Are the aims of the code clearly defined?

Enforceable T Are there rules and procedures for the respect and enforct
code?
T Is there a clear and easy to use complaints mechanism?

Welknown and disseminated i Has the code been published and disseminated widely?

i Have capacity building activities (such as workshops) for t
been organized? (for example cohercantent of the code,
sensitization on key aspects of the code and rules and prc
complaints and sanctions)

T Is code of conduct sensitization includeskeirviceeand-gervice
teacher training?

3.5. Civic rights in the framework of civil or public
service regulations

43. ThelLO/JUNESCORecommendation encourages the participation of teachers in social and
public Iife, in the interests of teacher sbo
and society. It also calls for teachers tdree to exercise all civic rights generally enjoyed
by citizens and to be eligible for public office (paragraph$8®9 Appendix 1). The
effective exercise of such rights implies the right to express their political views and to
participate in political etivities, including being members of political parties. Regarding
eligibility for public office, special unpaid leave provisions can be made if the teacher is
elected to public office, where she or he is allowed not to teach for a certain period of time
or to reduce her or his number of working hours. The amount of time allowed away from
teaching should be outlined in leave term policies. MI@UNESCO Recommendation
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also specifies that, where the requirements of holding a public office require relinguish
teaching duties, seniority and pensions should be protected and that teachers should be able
to return to their previous or an equivalent post once the term of public office has
terminated (paragraph 81). Such provisions ensure that teachers wi# pendlized for
exercising their rights and responsibilities as citizens in democratic societies.

44 Nat i onal political contexts clearly affect
in public life as full citizens. Some examples of the chaksnigced and solutions arrived
at in different countries are provided in boxe$ 113l

Box 14
Teachersd involvement in civic educa
Whil e teachers and teacher s®d uni anoidcrights an
mai ntaining a certain degree of political
be involved in their own countryods <civic

education in pee buildinigand, by extension, of teadheas be important.

Foll owing 11 years of conflict, the Sier
workshops on ethnic conflict and education, tackling subjects such as goytioraaod, gemnerally t
politics of ethnic conflict. Participants in a workshop on the subject felt that unions had a rq
promotion of peace and that they should be at the vanguard of the promotion of human rights.

Source: Education Irggamal (2006).

Box 15
Teachersd membership of political pa
Council of England (UK) and the British National Party

Teachers should be allowed to engage in political activities and be members of potitidal 3|
fundamental civic right. However difficult questions arise when the political party in question
that are deemed to be against those of the teaching profession. In England (UK) a debate
when the question aroseanftters being members of the British National Party (BjiR)pey&arizatio
holding strong amtimigration views.

Following legal advice, the General Teaching Council (GTC) of England, the body which
enf orci ng tdiendiuce decidecthastéachers abdd not be banned from being me|
BNP. As the GTC pointed out, they fAcannot
conduct 0.

Source: General Teaching Council of England, 2009.

3.6. Disciplinary procedures 8

45. It is important that any education system have in place clear and transparent procedures,
processes and mechanisms for dealing with violations of service regulations and
professional conduct. ThelLO/JUNESCO Recommendion provides (966:
paragraph47i 50) that:

y  Disciplinary measures for teachers guilty of breaches of professional conduct should
be clearly defined.

y Proceedings and any resulting action shoi

request, except wheggohibition from teaching is involved or the protection of the
pupils requires it.

8See also 5.2.
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Yy The authorities applying sanctions and penalties should be clearly designated.
y Teachers6é organizations should be consul"

y  Every teacher should e equitable safeguards at each stage of any disciplinary
procedure.

y There should be a right of appeal to competent authorities or bodies.

46. In New Zealanddisciplinary procedures for secondary school teachers have been agreed
between the Governmentarmla c her s0 or gani zations through
process has been designed to avoid unnecessary formal procedures when an agreement can
be reached between parties and to ensure that the teacher is fully informed and has a right
of representatiorand appeal throughout. Each step of the process is represented in the
diagram below (figure 1).

47. An effective system for dealing with infractions should have clear definitions of what kind
of violations can be sanctionable, under what circumstances andothesponding
sanctions and penalties. It should also be fully transparent. In accordance with the
ILO/UNESCORecommendationl@66: paragrapb0(a) (e)), any disciplinary procedures
against teachers should ensure that they have:

A written information on d¢gations, their grounds, decisions reached and their reasons;

A access to all information being used in the case, such as evidence, letters and
witnesses;

>

access to defence and/or representation, among which the right to have their teacher
organization(such as a union) involved in the proceedings, including participation as
peer reviewers on panels or disciplinary bodies;

A the right to appeal any decision.

48. Disciplinary procedures may have their source in legislation, administrative regulations,
schoolboard rules, collective bargaining agreements or other legal or cultural influences.

49. The authority set up to promote and apply codes of conduct and associated disciplinary
procedures varies by country from administrative authorities to voluntary or mgndato
professional bodies, but the concept of a teaching council or equivalent is increasingly
adhered to in many countries. One specialized body for professional conduct is indicated in
box 16.
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Figure 1.
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Box 16
Code of conduct enforcement by a specially appointed body:
The case of Hong Kong, China

In Hong Kong (China), there is a spmpaligted body responsible for ensuring that teacher
their code of conduct, the Council of Professional Conduct in Education. The Council was crg
the following terms of reference:

Yy To advise the Government on measures to mafeeg®nal conduct in education.

Yy To draft operational criteria defining the conduct expected of an educator and to gi
acceptance of these criteria among all sectors of the education community through consul

Yy To advise the Permargatretary for Education on cases of disputes or alleged professiona
involving educators.

The Council is a partly elected, partly appointed body, with teachers and organizati
candidates and the Government appointing the r&paidky.designated bodies are quite rare
enforcement of teacher codes of conduct and can have the advantage of making them mor
enforceable. However in order to be accepted by teachers it is important that they arsicheriss
imposing standards, but rather developed, disseminated and implemented in a fully collaborat

Source: Government of Hong Kong, 2008; UNESCO, 2005.
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Annex 1

Module 3

Education International T Declaration on Professional

Ethics (2004)

Article 1. Commitment to the profession

Education personnel shall:

(@)

(b)
(€)

(d)
(e)

justify public trust and confidence and enhance the esteem in which the profession is held by
providing quality education for all students;

ensue that professional knowledge is regularly updated and improved;

determine the nature, format and timing of their lifelong learning programs as an essential
expression of their professionalism;

declare all relevant information related to compeyeaind qualifications;

strive, through active participation in their union, to achieve conditions of work that attract
highly qualified persons to the profession; and

(H  support all efforts to promote democracy and human rights in and through educati
Article 2. Commitment to students
Education personnel shall:

(@) respect the rights of all children to benefit from the provisions identified in the UN
Convention on the Rights of the Child particularly as those rights apply to education;

(b) acknowedge the uniqueness, individuality and specifeeds of each student and provide
guidance and encouragement to each student to realize his/her full potential;

(c) give students a feeling of being part of a community of mutual commitment with room for
everyone;

(d) maintain professional relations with students;

(e) safeguard and promote the interests and-bailg of students and make evesffort to
protect students from bullying and from physical or psychological abuse;

(H take all possible steps safeguard students from sexual abuse;

(g) exercise due care, diligence and confidentiality in all matters affecting the welfare of their
students;

(h) assist students to develop a set of values consistent with international human rights standards;

(i) exercise authority with justice and compassion; and

() ensure that the privileged relationship between teacher and student is not exploited in any way,
particularly in order to proselytize or for ideological control;

Article 3. Commitment to colleagues
Education personnel shall:

(&) promote collegiality among colleagues by respecting their professional standing and opinions;
and be prepared to offer advice and assistance particularly to those beginning their career or in
training;

(b) maintain confidentility of information about colleagues obtained in the course of professional

service unless disclosure serves a compelling professional purpose or is required by law;
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(c) assist colleagues in peer review procedures negotiated and agreed to betweemachioato
and employers;

(d) safeguard and promote the interests and-b@lig of colleagues and protect them from
bullying and from physical, psychological or sexual abuse; and

(e) ensure that all means and procedures for the implementation of this declaration are the object
of thorough discussions in each natiowagjaniation in order to ensure its best possible
application.

Article 4. Commitment to management personnel

Education prsonnel shall:

(&) be knowledgeable of their legal and administrative rights and responsibilities and respect the
provisions of collective contracts and the pro

(b) carry out reasonable instructions from managemensonnel and have the right to question
instructions through a clearly determined procedure.

Article 5. Commitment to parents

Education personnel shall:

(a) recognize the right of parents to information and consultation, through agreed channels, on the
welfare and progress of their child;

(b) respect lawful parental authority, but give advice from a professional point of view that is in
the best interest of the child; and

(c) make every effort to encourage parents to be actively involved in the educttiair child
and to actively support the learning process by ensuring that children avoid forms of child
labour that could affect their education.

Avrticle 6. Commitment to the teacher

The community shall:

(&) make it possible for teachers to feel cdefit that they themselves are treated fairly while
attending to their tasks; and

(b) recognize that teachers have a right to preserve their privacy, care for themselves and lead a
normal life in the community.

Source: Education International, 2004
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Module 4: Work environment: Teaching
and learning conditions

4. Introduction
1. The work environment in which teachers operat key to their ability to exercise their
professional roles effectively, experience job satisfaction and to ensure the best possible
teaching and learning outcomes are achieved.
2. When establishing, reforming and implementing appropriate teaching amgintga
environment policies and practices, it is suggested to consider the work environment
profile by addressing the following questions:

(@) What is the profile of individual schools or learning sites within the education
system?

size of school (numberd students);

level of education;

school locatiori urban, rural and disadvantaged areas of each;
multi-level classrooms and other factors such as double shifts;

availability of qualified and specialized teachers and assistants;

S R S

special needs afdividual students and numbers of students with special needs.

(b) What similarities and differences in student profiles will need to be taken into
account?

(c) What socieeconomic factors will have an impact on policy and practice?

3. The module begins witgeneral principles and assumptions underlying the patieking
and implementation processes, followed by sections relating to specific aspects of the work
environment for teachers. The module provides guidelines and examples of good practices
addressingnaj or f actors of teachersd work and tF
which:
y hours of work and workload;

class size and pupteacher ratios;

health and safety, including student indiscipline, stress and violence;

HIV and AIDS;

<SS

information and communications technology (ICT) in schools.

4.1. General principles

4. In accordance with the tenets of th®©/UNESCORec o mmendati onds cal l
the time and energy of teachers as skilled professiob@@6(paragraph 85, Appendix 1),
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policy-makers, managers and teacher unions should strive to establish a working
(teaching/learning) environment that is the most conducive to motivating individual
teachers and the school team to achieve three simultaneous and interlocking goals:

(a) produce the highest levels of professional teaching and job satisfaction;
(b) focus on core teaching and learning responsibilities; and
(c) maximize teacher productivity measured by learning achievements or outcomes.

5. A number of principles should guide thetablishment and improvement of education
working environments:

y  recruitment and retention of qualified professional teachers is enhanced by the
provision of a supportive working environment;

y teachers are more likely to provide a high level of profesdiservice when they are
able to work autonomously in a supportive working environment, in which their
responsibilities are clearly delineated,;

y  teachers will provide a high level of professional service based on sound policies,
which they contribute toonstructing, implementing and evaluating;

y  teachers will be able to foster the best learning environment for students and to help
achieve the highest learning outcomes if they are provided the time and support to
engage in collegial activities within theehool team, to engage in appropriate and
regular interaction with students and parents, and to engage in professional
development and other reflective activities as a regular part of their professional
activities.

6. A number of assumptions underpin the gy principles:

y  the work environment for teachers should be developed and maintained from the
position of a sound policy base;

y teachers should be involved in the development and implementation of policy at the
organizational and school level in alstances, through the mechanism of the teacher
organization: collective bargaining or other consetimuikling and decisiomaking
processes within the broad framework of social dialogue;

y the same principles can appl gerbeagsueadlol yori n
centrallyhi r ed an-da & pdse i-based madélsoobemployment;

y  staffing policies for individual schools and systems should support the principles of
an optimal teaching/learning environment.

4.2. Hours of work and workload

4.2.1. Worki life balance in education

7. Evidence shows that one of the key elements leading to the choice of entering the teaching
profession relates to the fact that this offers potential recruits a satisfactorylifg@ork
balance, which is also recognized bypdoyers and professions as a significant factor in
recruitment (OECD, 2005a). Survey results and advocacy briefs from teachers and their
unions in countries such as Canada, France and the United Kingdom (box 1) in recent
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years point to the importance ofeaplate workl i f e bal ance in teache
factor in recruitment and job satisfaction.

Box 1
Importance of wodkfe balance in education work environment

In France, as early as 2000, 35 per cent of beginning primary teachers nomirzatedaacia
between professional and private life as one of the three main reasons for becoming a teache

In the United Kingdom, the Equal Opportunities Commission (2002) has argued that, w
teaching attracted entrants who saw it a g
holidays, this is no longer the case. Thel Nationaf Teachers (NUT/UK) addressdiflensskes in
2008 document, arguing that it is an essential factor in staff recruitment, teacher effectivenes
satisfaction, which in turn support pupil learning. A better balance batdemivaterkfe has be
proven to reduce stress and sick leave, leading to financial savings on supply cover and imprg
pupils in primary classes, in particular where classroom teachers are not affected by ill hed
improvig workplace communication. It has benefits for equal opportunities, by reducing thg
experienced by women working within the teaching profession who still face greater family re
most men, and by making it easier for desdiieds to stay in the profession.

These sentiments have been echoed by Canadian teachers, who report in research studig
affiliates of the Canadian Teachersd Feder
their allity to provide the best possible professional service, but have seriously encroached g

and family life.

SourceCTF, 2003; NUT, 2008; OECD, 2005a.

8. Overall, teaching still seems to offers considerable flexibility. In reality, though, the ability
of teachers to achieve the desired Wtif& balance is dependent on limitations placed on
expectations of t he amount wvorld Hedce,rissuesiob n o f
hours of work and workload, including for pdirne teachers (see 4.2.6), are particularly
relevant in the teaching profession.

4.2.2. Fixing hours of work in education

9 The complexity of teacher s dworkaad, but steadarels i t
measures refer either to teaching, instruction or classroom contact time or to a statutory
wor ki ng we e teachin§ hoard t e q ma tfitgnge teacbers tark eequired to
teach However, it is generally understood that teacherge multiple responsibilities,
which extend beyond just teaching hours in a classroom or amongst a group of pupils,
hence many countries establish teacherséo
working hours speci fi ed nditions of servicet(%niscalcee r 6 s
2002). Various national and international surveys have shown that teachers often work on
average longer hours than those required by law or administrative regulation (ILO: 1981b;
1996; 2000b and section 4.2.4). It is impoitttherefore to establish overall working time
that takes account of the multiple functions of teachers.

10. The ILO/UNESCO Recommendation1Q66: paragrapmh 8993, Appendix 1) calls for
hours of work to be based on abnaladifambnsi on
needs. The factors to be used in calcul ati
y number of lessons (classes) and pupils (or students) to be taught;

y  lesson preparation time, including I&Bsed teaching practice;

y  student assessment tirh@ssessing homework, testing, other forms of qualitative and
guantitative assessment;

y  collaborative or team teaching opportunities;
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research, reflection on and change in teaching practeacher as learner;
student meetings/counselling;
supervigry duties;

extracurricula activities;

administrative responsibilitigsdepartment or school management;

y

y

y

y

y  parent meetings;
y

y'  continuing professional development tiinexternal or orsite;
y

maximum hours of work.

11. Each set of activities has measueatime components that, when expressed as a sum total
of the individual parts should fit with the desired goal of acceptableit@ribalance.
This balance benefits not only the teacher, but also the students and, by extension, the
system at large.

12. Thefixing of teaching hours in particular depends on a number of factors, including the
length of lesson (or class) time (usually between 45 to a maximum of 60 minutes), the
length of the school day (which may vary from as few as four to as many as eighbhour
more) and the length of the school year (varying in most countries from 180 to 200+ days
of instruction time).

13. The level of education is also important. Primary teachers almost everywhere teach
considerably more hours than secondary teachers, in alb gant because the latter are
considered to need more preparation and pupil assessment time for each hour of teaching.
Exceptions do exist however. Among OECD and partner countries, in Mexico and the
Russian Federation secondary teachers complete astiqity larger number of hours of
instruction than primary teachers, largely because of greater daily contact time (OECD,
2009a).

14. Education authorities also vary the required hours of work according to the nature of the

educati on sys tiecattakized aecerdrgizedn® negional (province, state,

district or municipal) or devolved to school leveand conceptions of what components of
teachersd work is important to defins. Cl ea
preferable over anber. The ILO/JUNESCORecommendation states very clearly that
teachersd organizations should be consulted
should be the subject of negotiatiori®§6: paragragh89 and 82 respectively, see also

Module7). Thedive si ty in teachersd6 requir-mebmehour s i
countries of Europé box 2).
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Box 2
Statutory definition of working time in Europe

I n European countries, statutory definit
employment, job descriptions or other official documents (national, regional, local or schoo
overall working time is concernkeltioe bargaining or negotiated agreements. The number ¢
hours refers to the time spent by teachers with groups of pupils. The number of hours of ava
refers to the time available for performing duties at school oplacarsgbeified by the school
(principal or director).

Teachersd hours of work are defined in {
number of hours of availability at school and overall hours, including an amdime cfpentlan
preparation and marking activities which may be done outside the school.

Teachersd working time is contractually
small number of European countries. Many countries e@lf annmder of working hours, whi
principle covers all services performed by teachers, over and above the specified number o
The most common are standing in or substituting for absent colleagues and providing supgrart
and new entrants. Specified time for teamwork in at least one teaching or teaching support d
encouraged in contracts or official conditions of service in most European countries.

In three countries, the Netherlands, Sweden angdhKingmiom (England, Wales and No
Ireland), the number of hours that may be required of teachers is not specified at a cent
Netherlands, only the overall annual working time (including the list of all activities) Iegipkdtitiac
In Sweden, an overall annual amount of working time in hours is specified, along with tin
teachers should be present at school. In the UK (England, Wales and Northern Ireland), regulg
the amount of time forciwheachers should be available to perform duties at school or elg
determined by the head teacher. These duties include teaching, planning, preparation an
studentsd wor k, ot her -beind, istafi mee contiouing prefessic
development (CPD), meetings with parents and management tasks.

Teaching time is relatively uniform across EU countries, while the largest variations in \
determined by the time prescribed ftwanbimg dutiepreparation for lessons, marking student
meetings with parents.

Source: Eurydice, 2005 and 2008.

15. This variation by type of education system leads to a great range of hours of work required
of teachers in, for example, countries who are membetiseoOECD (box 3). Many of
these have quite favourable working hours, but also positive learning outcomes, suggesting
that the total number of hours, though important, is not the only determinant of success in
teaching and learning results.

Box 3
Hours é work in OECD countries

I n OECD <countries, there is considerabl
determined. In most countries, teachers are formally required to work a specific number of
teaching time is spedifis the number of lessons per week and assumptions are made on the al
teaching time required per lesson either at school or elsewhere (usually at home). Nationa
teaching time in some countries, whereas schools, as thieptzasauwid in highly decentralized sy
(and in private education), may be the primary determinants of teaching and working time.

In 2006, the number of teaching hours in public primary schools averaged 812 per yeg
2005), but rangedrtess than 650 in Denmark, Turkey ar@BCDmember country Estonia to 1,
the United States. The number of teaching hours in public lower secondary schools averagg
year, ranging from 548 hours in Republic of Korea to ovérleki@d0(1n047) and the United S
(1,080). In upper secondary general education the average number of teaching hours was €
364 in Denmark to 1,080 in the United States.

Source: OECD, 2009a.
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4.2.3. Teaching hours and overall workload

16. As international surveys over the last 20 years have tended to show (ILO, 2000b; lliukhina
and Ratteree, 2009; OECD, 2005a and 2009a), average working hours have not changed

appreciably over time (with exceptions in some countries due to major educéionsie

but the variety of tasks and the intensity of that work has evolved considerably. This
evolution calls for teacher working time obligations, whether fixed by legislation,

administrative regulation or collective bargaining agreements, to take aaubtimese

changes, in order to maintain good widifle balance and a focus on core teaching
responsibilities. Some of the changes and policy responses in European countries are cited

in box 4.

Box 4
The changing natur e of nséesénd&ordpean sodntrigso r k

In the early years of this century, it
considerably changed in many European countries, driven by education reforms and externg
diversification stident populations, but often leading to increased dissatisfaction on the part o
perceived that their work was less and less focused on the core tasks of teaching and learni
were trained. Such changes included:

Yy increasesni management tasks reported in for example Greece, Sweden and the Un
(England and Wales);

changes in the curriculum as in Sweden, the United Kingdom (Scotland) and Romania;
the introduction of coordination and teamwork cited by D&weddnand

responsibility for mixed groups of pupils, in Poland, Spain, and Sweden;

new or increased involvement in internal evaluation activities in Iceland and Sweden;

new or greater amount of work associated with the integration of pudileeeitls spé&iamani
Slovakia and Sweden;

<N NS

crosscurricular work reported by Poland, Sweden, and the United Kingdom (Scotland).

The responses have varied as well. In countries such as Sweden there have been pr
workload by reducing adnaitiigrtasks as far as possible and refocusing teachers on their main
teaching and attending directly to pupils.

In the Netherlands, the ambition to keep teachers focused on their main teaching activitie
were trained has ledHe creation of different types of position within schools, such as classro
ICT expert, or consultant.

One of the most extensive (and despite the restrictions on collective bargaining, negoti
took place in the United KingBogland and Wales), where in January 2003, the Government,
teacher unions and employers signed a new agreement on teacher workload. Raising stand
Workload set out a plan to progressively reduce the overall hours ef teaamexsfour years and w
towards the provision of guaranteed time for planning, preparation and assessment. Among
intended to lighten the workload were the identification of administrative tasks or technical
could bearried out by staff qualified for these tasks and not by teachers. Similarly, in the U
(Scotland), a recently published report on the working conditions of teachers contained a list
should not be obliged to carry ouhaidosuld be entrusted to other professionals with lesser qu
or qualifications in other fields (management and supervision, etc.).

Source: Eurydice, 2005.
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4.2.4. Instruction time

17 Whet her teachersd hour s of yeavlpbasis, aad hwweeea | ¢ u |
required hours of work are defined, concerns over effective instruction time for students in
the early years of education have led international organizations in recent years to advocate
that students receive a widely acceptegeghold of instructional time equivalent to an
international benchmark of approximately 850 hours per year for the primary level (box 5).
Respect of the benchmark also helps to enforce protection against child labour, by setting
minimum standards for prasee in school.

Box 5
Ample instructional time based on actual, not official B&Resommendations on
instructional time from the EFA GMR 2005 and 2008

Several international agencies and reports have recommended that primary schools ope
850 to 1,000 hours per year or for about 200 days, assudaygsehidad week. Countries vary i
number of days they require schools to operate; typically, the range is between 175 and 210 d
number of hours per school day aise. v@ountries using deutreripleshift school days reduce
yearly instructional time. Recent data for 125 countries indicate that official intended yearly
increases with grade level. Worldwide, countries require an eadya@@0adirmual hours of instructi
grades 1 and 2 and nearly 850 hours in grade 3. By grade 6, the average is 1200 hours. Thes
include countries such as the United States, the Russian Federation and Brazil which &
signficant size. In the United States, the number of hours has typically been higher than the
also be noted that between 2005 and 2008, the number of hours appears to have increased s

Overall, students are expected to receiceuanulated total of almost 5,000 hours of instry
grades 1 to 6. Regionally, countries in North America and Western Europe require the higheg
of instructional hours over the first six years of schooling (835 hours), folsiseahiiytiiatacific (8
hours), Latin America and the Caribbean (795 hours), and the Arab States (789 hours). The Id
recorded in Central and Eastern Europe (654 hours), and Central Asia (665 hSatsravhAdrioa
and South amilest Asia are close to the global median.

Source: GMR 2005 and 2008.

18. Notwithstanding what seem to be rather favourable workload requirements based only on
required teaching hours, educational authorities need to be careful about excessively longer
weekly hours existing in some countries. A recent survey of data reported to the ILO
(which is not without methodological question marks, therefore subject to caution in their
interpretation) revealed that several countries in Latin America, Africa anal esi
officially reported overall hours of work exceeding 45 hours per week and, in one case,
more than 50 hours. The figures had not changed over many years (lliukhina and Ratteree,
2009; Siniscalco, 2002). Such situations call for immediate action tg lown the
official hours in line with the recommendations above on proper ilitegkbalance and
good teaching/learning conditions.

4.2.5. Multi-shift schooling

19. In many lowincome countries, occasionally in urban or disadvantaged areas of-higher
income cantries and in schools impacted by hurtaeated or natural disaster
emergencies, doubler multi-shift schooling is necessary due to a shortage of teachers or
facilities. In such circumstances, educational authorities need to take account of the impact
on teaching hours, efficiency and learning outcomes (quality) with reduced instruction,
teacher preparation and student assessment time, generally tired teachers and a reduced
commitment to school mission by teachers and pupils when teachers are allowed or
required to teach more than one shift (Bray, 2008). Where multiple shifts are applied, good
practices restrict teachersdé work to only
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20. It is also advisable to view such schemes as temporary, to be phased out if and when

Box 6
Doubleshift schooling in Asian and African schools

In Hong Kong (China), primary school teachers work in either morning or afternoon ses
prohibited from teaching in both to avoid teacher tiredness andedpetm®iviedquality of instructig
similar policy was followed in Singapore until the 1990s, and South Korean schools, both of
afterhours tutorials, and in parts of Nigeria.

Source: Bray, 2008.

4.2.6. Reduced work time and part-time teaching

possible. As a ddale-shift system concerns teaching and working conditions, it should be
subject to consultations with individual
in accordance with the relevant provisions of th&®/UNESCO Recommendation

(1966 paragraph82, 89 and 90)

21. If it is difficult to make recommendations that are applicable to all countries regarding

22,

AReduced hourso should be considered
(such as advanced skills teachers, department or school management), at early and late
stages of a teacher 6s -timaarrangements,ausually favouwirgys e
workers with family responsibilities and others. An example of atpae stieme that has
considerably reduced early retirements, therefore recruitment costs and loss of experienced
teachers in the German state of Bavaria is summarized in box 7.

Box 7
Reduced working time for older teachers in Bavaria, Germany

One example of ery well accepted model for early or easier transition to retirement for
exists in Bavaria (Kitersteilzestheme) where teachers have the choice of two paths as follows:

Teachers who apply forratgied pattime work four years leetbe official retirement age may
for four years with reduced hours of teaching (16 instead of the statutory 28) without justifyin
the lesser hours, against a reduced salary.

A more appreciated and well accepted model is totworknmart ien bl oc 0, m
work two years full time and then leave active service for the remaining two years receivin
salary throughout.

Teachers who undertake either path receive a final pension equivalent t@f60epealeey
according to the option chosen.

Source: Bavaria, 2009.

maximum workhours for teachers, it may be even more of a challenge to apply reductions
in working time for certain categories, recognizing theiegrof circumstances that
teachers face in their specific working environment and at given points in their career.
Reduced hours may be applied to difficult working environments or for professional and
personal activities that benefit teacher developroeradjust for the challenges they face

as part of achieving workfe balance. At the same time, such reductions are known to
favour better teaching and learning.

wher

23. Parttime teaching (defined broadly as less than full time, for instanic@080er cent of a
full-time equivalent or less) is possible in almost all higtome countries (only in

Greece, Japan and Republic of Korttim@andr e

=1

most countries also enable teachers to hold more than ongnpareaching job. The
country average of patime teaching in this category of countries is 19 per cent in primary
education and 24 per cent in secondary education. The incidépeettime teaching is

122
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more common in secondary education, even if countries vary widely in the extent to which
parttime teaching is used. In Israeli primary schools and Mexican secondary schools,
around 80 per cent of the teachers are classifiedra$irpa, as are around 50 per cent of

the primary teachers in Germany and the Netherlands. On the other hand, less than 5 per
cent of primary teachers in Finland, Greece, Ireland and Japan wottknpgrand there

are very few primary or secondary parhe teachers in Italy and Republic of Korea
(OECD, 2005a). Patime arrangements are much less common in the more difficult
resourceconstraint environments of developing countries.

24. Many teachers express appreciation for this flexibility, as it enables therepare for
their teaching in ways that suit them best, and to combine this with family or other
responsibilities. Rates of return to teaching by women are likely to increase if mere part
time teaching is available (OECD, 2005a). Greater flexibitithours and timetabling has
also been urged to meet the changing needs for education and students (ILO, 2000a).
However, having a high proportion of p#irhe teachers can pose management and
programme cerdination difficulties for schools. Hence, sucdallg making parttime
teaching more readily available often necessitates more support resources.

25. A specific area of provisions for determining working hours within the teaching profession
concerns fdAworking time family arkplace maoree s 0,
responsive to the needs of teachers with family responsibilities, whether for their children,
their parents or others that require their care. These provisions can be important for
teachers facing situations such as HIV and AIDS (see akseargl section below).

26. These general measures, applicable to all workers, should contribute towards the
reconciliation of work and family life, while at the same time optimizing productivity and
expanding equal opportunities for all, regardless of circumstaln many countries,
governmental social policy provides for extended, financially supported statutory parental
leave arrangements with job security for the parent on leave, and a comprehensive system
of public day care or support for private day cMereover, changes in the organization of
work have also contributed to the development of working time measures potentially
helping workers to better combine work and family life (ILO, 2004).

27. A variety of flexible working time measures include:

y flexible working hours, such as stagger e
y  shorter working hours, such as ptime work;

y  compressed, fotdlay working weeks;

y work-sharing and jolsharing;

y  certain types of shift work; and

y individualized working hoursi.e. the possibility for workers to arrange their hours

over the working week or even over a longer period. Such working time arrangements
(e. g. iti me bankingo) enable workers to
long as they catch up on thesmuls within a specified period of time.

28. Where such provisions do not cover all workers in a country, education management may
consider their application to teachers through special schemes. Some considerations are
provided in a checklist (box 8).
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Box 8
Checklist/tool for introducing reduced hours and flexible education timetabling

When determining how t-for imarkeel ywo r&n chgalts g
education system needs, the following considerations are usefutly kept in min

predictable (but not necessarily standard) hours of work and school presence;

adequate employment benefits and social securityrata @mpequal basis, as appropriate t
benefit;

adequate care or substitute/cover services;

further traiimg or CPD needs;

flexible leave arrangements for professional or personal reasons (see below and Module 2
an entitlement right for workers to get flexible working hours (length and distribution)

consultation and/or negotiations with teachbeirasrganizations, notably for particuikimpaot
joli sharing arrangements;

ST S

the administrative time (cost) associated with introducing and managing the scheme.

4.2.7. Job-sharing provisions and conditions

29. One specific tool that can increase the time flexibility of teachinghssharing. Job

sharing is a method of working where two teachers share ontnfallassignment. It
differs from other forms of patime work in that, although the hours worked aclke
teacher are part time, together the teachers take responsibility for etiméudssignment
and areregardedasafulli me teaching Aunitd. They plan &

30.

t

eacherds duti es and -shaeirg piomegal purposest aifoensof a s

parttime working and therefore implies the same employment and working conditions
applicable to other patime teachers, including piata or full benefits as appropriate.

Jobsharing provisions and conditions can be gmrite special circumstances and for
particular cases, and appear to be increasingly used in fingloene countries. They may
be applicable to other countries carefully weighing the costs and benefishakithg may
benefit a wide range of teachers:

y
y

menand women with family responsibilities, children or other dependants;

existing partime teachers seeking to obtain posts of responsibility;

mature teachers wishing to return to teaching after some years of absence from the

profession;
teachers wising to pursue professional development programmes;

teachers with disabilities or progressive medical conditions who can remain in
employment longer with a lightened teaching load;

ol der teachers nearing retirement age

124
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31 Properly planned by educational managers and by thehakers themselves, this form of
work need not be a burden on administration. Moreover, in education systems that employ
job-sharing as a management strategy, there is no reported adverse impeatog
outcomes. Rather, it has been shown to have several human resource benefits in education

workplaces:

y  teacher recruitmentthe flexibility of job-sharing can incite individuals to take up a
teaching career or return to teaching after a careakbr

y  teacher retentiontower rates of stress, illness and turnover amongsiaye teachers
affords greater continuity in school or other education unit service delivery, saving on
administrative overheads;

y school operationsjobi sharing can give greater flexibility in timetabling where-job
share partners are able to teach at the same time and, in certain casesshhesjob
may allow for coverage of absences due to sickness by the othengob partner,
thus saving on sufpcover;

y  learning outcomes:pupils receive a wider range of teaching experiences from

teachers who may have two specialist areas of expertise between them and represent
different role models (complementarity) and reduced stress, fatigue and illness
enaltes teachers to be more dynamic and focused on their different tasks (added value
or productivity).

See checklist in box 9.

S

< <

Source: AustralZ09JNTO, 2009; Ireland, 2008

Box 9
Checklist/tool for introducing jsbaring in schools and education systems

Questions or issues to be settled in intraddaimgnaging teacher job sharing schemes:

Is there actual or potential demand-$bajoly of teachers or a perceived benefit from the ¢
manager (recruitment, retention or motivation of teachers)?

What are the costs in management timeresdocr material benefits to apghhgabg, versu
benefits to the employer and teacher?

How will initial recruitment and filling of subsequent vacancies occur?
Are job descriptions clearly defined and potential job sharers complementary?

Will onditions of fiillhe teaching apply equally or will exceptions be made according
requirements (for instance presence in school, staff meetings, teacher assessment, car
etc.)?

Is there a communications strategy to infostakéh®ldeisstudents, parents, etc.?

Will the scheme be adopted as part of administrative regulation, nationally, locally o
negotiated as part of a collective agreement?
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32. An example of jobsharing applicable to Irish teachers is provided in box 10.

Box 10
Jobssharing in Irish primary schools

Since 1998, jgharing arrangements are permitted to most primary school teachers in Irelq
by a series of administrairealars updated in 2003. Basic conditions include:

Yy Eligibility?ermanent teachers in the same or linked schools sharing a teaching job on a 50

Yy PolicySchool Boards of Management are required to kehariagapolicy which addressabens
of teachers eligible in a school year, duration, applicable class levels and pupil welfarg
eligibility, tirgharing arrangements and communications with parents;

Yy ConditionsThe conditions specified include permissible lengémesd, deihmination, eligibi
application and approval procedures (including advice of the school principal), reg
replacement of jslaring teachers, operation within the school, attendance at meetings ang
in professional demment, salaries, posts of responsibility, redeployment, resunjiien
teaching, seniority, various forms of leave, permissible outside activities and pensions.

Source: Ireland, 2003; INTO, 2009.

4.2.8. Teacher presence and provision for leave
from professional duties

33 A key issue concerns conditions and proced:!
(administrative requirements and provisions for special leave and teacher absenteeism).
Systematic and equitable provision for absencesnisimportant mechanism for the
achievement of woilkife balance. At the same time, educational administrators have to
ensure effective presence of teachers for all classes, including cover for teachers on leave
and particularly teacher presence in runaaa of poorer countries where difficulties of
transport, salary payments and other administrative matters, second jobs of teachers, etc.,
create special challenges.

34. Teacher absences may occur on a predictable or unpredictable basis, depending on the
natue of the reasons for absence, and may be structured through policy, administrative
regulation and/or collective agreements as being paid or unpaid leave. There are and will
be circumstances where the determining factor in a leave of absence cannot derednsi
voluntary on the part of the individual. These include the need to attend events such as
family funerals, or family care needs that are unforeseen and unavoidable. Teachers are
often obliged to attend to administrative duties outside the communityeo$chool or
their residence, where such attendance is mandatory to the health aheimglbf the
individual teacher and/ or the teacherds fam
or professional reasons, see Module 2.

35. Employing organizatios have to balance the competing needs of teachetbeiely and
responsibility to children and communities
regulating teacher absences for extraordinary needs may also be included in collective
bargaining agreeents or their equivalent in consultations/negotiations on employment
terms in civil service regimes.
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4.2.9. Process for decision-making on workload:
A checklist for management and
teacherso organizations

36. In summary, issues for consideration in determirtieacher work hours and workload
policy and practice include:

(@) The implications of teacher work hours and workload on:
y  teacher recruitment and retention;
y  provision of the best possible professional service;
y  desirable learning outcomes.

(b) The fadors that need to be considered in establishing teacher work hours and work
load, among which:

y number of lessons (classes) and pupils (students) to be taught;
lesson preparation time, including IbBsed teaching practice;
student assessment tilhassessing homework, testing, etc.;
collaborative or team teaching responsibilities;

research, reflection on and change in teaching practice;
student meetings/counselling;

supervisory duties;

extracurricular activities;

parent meetings;

adminstrative responsibilities department or school management;
continuing professional development tiinexternal or orsite;
maximum hours of work;

available human and financial resources;

class sizes (see also section below);

leave provisiongor family and personal reasons;

provisions for jobsharing;

other challenges arising from countor systerspecific circumstances;

S N S O S S S S S S S RS

the special conditions faced by resodupo®r systems or schools in lemcome
countries.
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(c) The specific needs arekpectations of education systems, institutions and teachers,
and special circumstances that require attention to make the desired policy and
practice fit more closely to local or school reality.

(d) Fairness and equity among teachers with regard to vmodks and workload
accomplished in the context of different school profiles and unigque local
requirements.

(e) The processes and who will be involved: education authorities and management
(inspector s, school heads, o rin fixing hthe r s ) ;
framework and drafting, implementing and assessing the suitability of policy and
practice on teacher workload.

4.3. Class size and pupil (student)-teacher ratios

37. The ILO/JUNESCO Recommendation does not recommend a specific numerical
benchmarkor the ideal class size or maximum limits at any level of education. Rather it
calls for class sizes that permit teachers to give pupils the maximum individual attention,
with provisions as needed for small group or individualized instruction or largapg
with audiovisual support1966: paragrapB6).

38. Class size is usually defined as the number of students enrolled in the same teaching group
for a longer period, orthever age number of students in a
school year periodSiniscalco, 2002). Class size may also be changeable, as pupils move
and are sometimes taught in more flexible groups for some subjects. Théepapér
ratio (PTR) is more of a mathematical calculation representing the absolute or average
number of fulltime study pupils per fullime working teacher or equivalent (FTE)

(ILO, 2000b). The two are sometimes used interchangeably, but the reality is that PTRs are
even less precise measurements of teacher workload and student learning conditions than
average kass sizes, which can often account for significant differences between schools,
depending on urban or rural location or seegmnomic differences between students.

4.3.1. Why class size is important

39. The size of classes influences two important factomrsdimcation: the quality of teaching
and learning conditions; and teacher recruitment and retention. On the first, much research
evidence shows that smaller classes in early years of education positively influence
learning outcomes, and many education systeaow place a ceiling on or set targets for
class sizes in the first years of primary school (lliukhina and Ratteree, 2009, and boxes 11
and 12.
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Box 11
Class size evidence from the United States, United Kingdom and Israel

Research on the impadatladgs sizes on learning outcomes in the US extends back at leas
Since 1989, several pilot programmes in various states (STAR in Tennessee, SAGE in Wis
CSR) point to smaller classes having an impact, provided that @eataieaatdii and learning faq
are met. The results broadly show:

Smaller classes in the early gradsah boost student academic achievement.
A class size of no more than 18 students per teacher is required to produce the greatest b

A programme spanning graidesvill produce more benefits than a programme that reaches
only one or two of the primary grades.

Minority and lemcome students show even greater gains when placed in small classes i
grades.

The experience and preparation of teachers is a critical factor in the success or failur
reduction programmes.

Reducing class size will have little effect without enough classroqueaifed teatthers.

S Y

Supports, such as profeskitmzelopment for teachers and a rigorous curriculum, enhance
reduced class size on academic achievement.

Separate research from the UK has shown that in primary schools, classes with more|
encouraged bad behaviour and putessegc strain on teachers. In secondary school clg
30students, there is likely to be more than twice astaskcbatdfaviour by fmehieving pupils as
classes of 15. Class size reportedly has no significant effect on the engagéngyhattEnelg aing
mediuntevel secondary pupils in this research.

According to research in Israel, where class sizes had until recently been limited to 40, st
classes had higher test scores in maths and reading after their settgedrand gmall classes. T
advantage over students in large classes was greater in the third year than the second, sugge|
gains are cumulative over time. Researchers used data tivdiftiitmders, demonstrating that s
classes are beneficial beyond the earliest years.

Source: Center for Public Education, 2009; Institute of Education, 2008; AFT, 2009.

Box 12
Class size standards in European countries

In most European countries, official requirements pléicgtsigpethe size of classes in pri
education. In 11 countries, a minimum number of pupils is also required. As a rule, the upper
25 and 30 pupils per class. The lowest maximum sizes (less than 25 pupils) are in Liteuaarz]
Bulgaria. In a few countries, special recommendations exist in certain circumstances. In Cypr
example, the requirements for the first year of primary education are for smaller groups.

Source: Eurydice, 2009.

40. Overly largeclass sizes in many leimcome countries threaten EFA goals and the needs
of every child, particularly when combined with poor learning support at school and at
home. They do not meet international standards and parental expectations for quality
learning &d where they exist should be a timeund solution to acute teacher shortages
(ILO and UNESCQ 2007). One international benchmark, the EFA Fast Track Initiative
(FTI), recommends an upper limit of 40 pupils per teacher in basic education, which would
represent a large improvement in many poorer countries, but not necessarily all.
Educational authorities at all levels, public and private, are urged to work closely with
teachersd organizations through processes
reduce or maintain class sizes at adequate levels, including observance of the FTI
benchmark of 40 pupils per class where appropriat@ andUNESCQ 2010).

41. The second consideration for education management is that large class sizes have an
impact on tedeer workload and especially the quality of the teaching environment, and
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therefore constitute a variable in teacher job satisfaction. When this variable interacts with
hours of work (see above) and health and safety (see below), this in turn influeobhes tea
decisions to remain in teaching or not, or to demand transfers more quickly, especially in
more difficult classroom situations of disadvantaged urban areas with diverse student
populations.

4.3.2. Setting standards or benchmarks:
A delicate balancing act

42. Ideal standards may not be attainable immediately, nor in the long term, due to national or
local constraints, especially in systems facing teacher shortages and/or budgetary
restrictions. However, it is useful to maintain learning and operationd goaind while
addressing and testing these constraints, in light of changing educational needs and
capacity to finance them. Even though fiscal restraints are very real, succumbing to the
temptation to subordinate public education consistently to dm@ands does a disservice
to the needs of children and youth, and entails other costs in terms of learning gains
foregone and potentially greater teacher recruitment costs, particularly in the environment
where EFA is a stated priority and a global goaflu&tion and national political
authorities engaged in public budgetary decisions (ministries of finance, national
parliaments) need to find a balance in fiscal priorities that lives up to the EFA
commitment.

43. Proposals to set standards of one teacher imajgon in a highincome country Canadd
are presented in box 13.

Box 13
Proposals for fixing class sizes in one Canadian province

In Canada, elementary and secondary education is a provincial responsibility, but decisig
aremadeathe | ocal or school division level . T
provincial government s Commi ssi on on Le
organizations in Canada. ATA recommended the estalblidbaretatrgets for class size, as oppog
legislated limits, along with required annual reporting of actual and weighted class sizes by
boards and the province, so as to ensure public accountability and the availabilitydaigddffioiea
for adherence to class size targets. Class size targets and accompanying funding should bg
necessary to compensate for integration of students with special needs, including Englig
language and multiple gradg/suclasses. Recommended targets for the maximum number of g
class were: 17 for kindergarten to grade 3; 23 for grades 4 to 6 and; 27 for grades 7 to 12.

Source: ATA, 2003.

44. Where the ideals cannot be met immediately, taking into accopersistent teacher
shortages especially in leimcome countries, alternative strategies need to be employed
where large classes either in single or double shifts are inevitable. In such situations,
teachers need to be prepared in the use of specificgitratior teaching large classes
effectively (LO and UNESCQ 2010). These may range from targeted training,
continually updated, to the use of teaching assistance support (see box 14).
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Box 14
Tool for setting class size limits or benchmarks

Targets foredirable class sizes in the first place antkgul@l ratios in overall teacher res
planning should represent a planning tool differentiated by:

educational leviewith maximums needed for early childhood education and the first ygal
school, as well as ceilings on excessively large classes at any level;

desirable learning outcomiesrelation to individual and small group learning, for specializg
such as ICT, sciences, languages, or to help disadvantaged lesength spéotal needs;

teaching strategies to be employed and support provided to maximize the benefits from sn

the expected impact on teacher job satisfaction and performance:

RS S S

financial capacity of the employing authority.

4.3.3. International trends

45. As a comparative guide to planning on class size, recent evidence for mainigdugte
OECD, middleincome and lowincome countries is presented in box 15.

Box 15
Trends in class sizes in higmiddle and lowincome countries

Atthe primary level, the average class size in OECD countries is slightly more than 21 sty
ranging from 32 students per class in the Republic of Korea to fewer than 20 in Austria, D
Iceland, Italy, Luxembourg, Mexico, P@loxgitja and Switzerland. In lower secondary educd
average class size is 24 students, ranging from 36 students per class in the Republic of Koreg
Denmark, Iceland, Ireland (public institutions), Luxembourg and Switze¢har@E&Erpaverage cla
sizes at the primary and lower secondary levels do not differ by more than one to two sty
between public and private institutions, although in countries such as Poland, Turkey, Unit|
United States, theerage class size in public primary schools isfoighgtudents or more per ¢la
than in private schools. #temng trends are for stable or slightly declining average class sizes.

Surveys of a selection of mostly smictuliee countries revearage class sizes in primary sch
ranging from more than 40 in Egypt to around 15 in Peru and the Russian Federation, and in
schools from over 50 in China and the Philippines to less than 20 in the Russian Federatiom §
terms of lower class sizes in recent years have been made in primary schools of Brazil, Chile,
and in lower secondary schools of Brazil, Chile, Paraguay and Tunisia. On the other hand,
increased substantially in pristdiools of Argentina, Egypt, Philippines and Uruguay, and to a l¢
in Malaysia, and in secondary schools (remaining at or reaching 30 or more students per cla
Argentina, Egypt, Jordan, Malaysia, Philippines and Uruguay.

In veryowincome countries teachers face extremely large class sizes due to demographic
pressures to achieve EFA and the general shortage of teachers. Across a rapgakifdr oglisitrie
in subBSaharan Africa, more than half of studenépated to be in classes above 40 pupils (in
relatively wealthy South Africa), nearly 20 per cent in classes averaging over 55. Around ong
or more are studying in classes exceeding 70 students in Chad, Malawi andriisdi cldesesiaed
nationally are over 65 students per class. Class sizes are larger in cities and urban areas th
rural areas, with on average almost seven pupils more per class in cities and towns acro
countries.

Source: Boet, 2007; lliukhina and Ratteree, 2009; OECD, 2009a; UNESCO/UIS, 20030@hang et al

4.3.4. Process for decision-making on class size:
A checklist

46. In summary, issues for consideration in determining class sizes anttgagtier ratios in
policy and practice include:

(@) The implications of class sizes on:
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4.4.

y  learning outcomes;
y  teacher performance and job satisfaction;

y' public or private institutional budgets.

(b) The factors that need to be considered in establishing maximum or standard class

(c)

(d)

(e)

sizes among which:
y  desirable learning outcomes;
y  desired alternative teaching strategies, including:
i use of a combination of individual/small group/large group learning;
i diversity of student needs (academic, social, linguistic, cultural, other);
i gpecialized subject areas to be taught;
i availability and expected use of ICT strategies;
y  recruitment and retention of teachers related to performance and job satisfaction;
y availability of qualified/specialized teachers and/or teaching assistants;

y geographic distribution and access to specialized professional support and
resources;

y  financial capacity and resources, actual and future.

The specific needs and expectations of education systems, institutions and teachers,
and special circumstancebat require attention to make the desired policy and
practice fit more closely to local or school reality.

Fairness and equity among geographic regions and levels of education in the context
of different school profiles and unique local requirements.

The processes and who will be involved: education authorities and management
(inspector s, school heads, or ot hers) ;
framework and drafting, implementing and assessing the suitability of policy and
practice orclass sizes.

Health and safety

47. Teachers, as any other workers, have the right to work in healthy and safe work
environments and students to learn in them. The provision of the same conditions for
teachers and students in the school environment etigireptimal teaching and learning
conditions exist to the benefit of all. Educational employers, public and private, have the
responsibility to ensure these conditions (both for students and teachers) in cooperation
with teachers and/or their represematiorganizations. This responsibility extends to
improved safety and health in schools and other learning sites, so as to reduce occupational
hazards that are often quite distinct from other sectors, services or industries, particularly
for women. Provisios should respect the provisions of ILO standards, box 16.

132
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Box 16
Key provisions of the Occupational Safety and Health Convention, 1981 (No. 155)

The principal ILO standard on occupational safety and health covers all workers, includir
calls for policies and practices on:

Yy design, testing, arrangement, use and maintenance of the material work elements in wor
environments and work processes;

Yy relationships between elements of work and the persons who capgrase dhe work, a
adaptation of equipment, working time, organization of work and work processes to tl
mental capacities of the workers;

<,

training, including further training to achieve adequate levels of safety and health;

<,

communit¢ian and cooperation at the levels of the working group, organization, up to
regional level,

Yy protection of workers and their representatives from disciplinary measures as a result of
them to implement policies.

Source: ILQ981a.

4.4.1. Responsibilities of employers and teachers

48. The provisions of théLO/UNESCO Recommendation call for teachers to exercise due
car e in the pr ot ect ibang, inolihe with thdir rprofessionad e nt s
responsibilities. They further call for teachers to be protected and indemnified against
consequences of injuries duritiggir teaching work at school and in school activities away
from school premises, for example during educational tiip6q: paragraph6 and 62

49, Protection of teachers and students, as well as indemnification of all involved, is also the
responsibilityof t he empl oying organization, in 1
Even in lowincome countries, health coverage of teachers for activities and injuries
suffered during teaching or when engaged in school activities within or away from the
school premises require attention as part of good human resource policies (see also
Module6). Health and safety audits are required or have voluntarily been introduced by
educational authorities in some countries. An occupational safety and health programme
appled in Mexican schools and the outlines of a health and safety audit in UK education
institutions are presented in box 17.
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Box 17
Preventive safety and health and health and safety audits in schools: the programme
OAccidente6 i n Mexi ¢ o fetynadditshrettee lUnitbd Kimgdain s a

In Mexico under the umbrella of the Focusing Resources on Effective School Health (FRE
theAccidentegrogramme aims at defining strategies and taking actions to prevent accidents, v
focus oschools.

Actions have included:

strengthening prevention;

improving the system of information and awareness raising;
strengthening epidemiological research;

adapting the normative national framework to accident prevention;

promoting acticieeused on potential injured people dubpitalization for medical urgencies;

<N NS SS

enhancing the training and certification of staff for first aid and medical emergenci
workplaces;

developing indicators for evaluation.

In the United Kdan, universities and schools are expected to comply with national heal
legislation and regulations. Examples include:

y Cardiff Universityod6s policy on safety, h
of all levs of education management, staff and students, provides for independent audits 1
by an Occupational Safety, Health and Environmental Unit and sets out risk levels.

Yy Local education authorities and schools undertake periodic audtits ifoadetboal has and app
a health and safety policy in areas such as risk assessment, stréssngncamethunicatio
consultation and involvement of staff, training of new staff and monitoring and reportin
propose improvemelidsan action plan.

Sources: Mexico, 2002; UK: Cardiff University, 2009; Hertfordshire County Council, 2010.

4.4.2. School infrastructures

50. The international standards also recommend school buildings that are safe and functional

51

in design to facilitate effective teaching and learning, and safe to use foicexilar
activities, for example as a community centre in rural areas. They gneelidestablished
sanitary standards (especially important for female students and women teachers), be
durable and easy to maintain. Consultation with teachers and other staff should be sought
in school design and construction, as well as ongoing mairdenamd repair

(ILO andUNESCQ 1966: paragraphl109 110).

Sometimes schools are not safe due to inferior or inadequate infrastructural integrity. This
is often the case (although not exclusively) in developing countries, where such factors as
rapid populdon increase cause overcrowding, there are difficulties to construct and
maintain proper schools due to budgetary constraints and building inspection standards are
often weak or not respected. In some countries, proper safety measures are lacking during
construction or renovation. In other situations, school buildings are very old and have not
been properly maintained, causing the integrity of the structures to be compromised, and
leading to general and specific safety concerns for students and teachers.

134
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52

53

Schools in zones at greater risk of natural disasters require particular attention to avoid
tragic consequences, as has occurred in several countries of Asia in recent years. It must be
the responsibility of education administrators to ensure that the cphysnvironment

within schools is safe, including inspection of commugitystructed schools in resource

poor environments where the public authorities are unable to ensure school construction.
The OECD has published research and adopted guidelines (GBOB:and 2005b) on

safe school construction in earthquake prone zones that emphasize:

y the adoption of specific safe school policies and accountability for implementation;

y  building codes and their enforcement (often the weakest element in the protectio
chain);

y proper training and qualification of professionals, builders and technicians;

y preparedness and planning, community participation and risk reduction elements for
new and existing education facilities.

When natural disasters strike, it is aisgportant to foresee psychological support for
survivors. As one example, trauma counsellors trained through a cooperative programme
by the Japan Teachers Union (JTU) reportedly helped to alleviate trauma of school
children in Aceh province (Indonesia) arféti Lanka following the 2004 tsunami
(Lok, 2010).

4.4.3. Student indiscipline and stress in schools

54.

55.

There is evidence in a wide range of countries and teaching environments that teachers are
exposed to increased levels of student indiscipline while peirfigr their daily duties,
leading to significant levels of stress, and sometimes degenerating into violence. In such a
climate, teaching and learning suffer. A report in OECD and partner countries has found
significant loss of lesson time (up to 30 per centmore) due to disruptive student
behaviour or administrative tasks, and an estimated 60 per cent of teachers worked in
schools whose principals reported that classroom disturbances hindered learning and
effective teaching (OECD, 2009b).

Some degree oftress is a more or less prominent feature of teaching and is not always

negative (ILO, 1981b, 1996, 2000b). Research has shown (ILO, 2007) that, as in many
workplaces, teacher stress may arise from individual fears and anxieties, from inherent
workplace ewironment sources, from changes over time in the expectations and

organization of education and from external factors, especially:

y  the interpersonal relations (between staff and between staff and students) which
condition educational work, accompaniedsome cases by feelings of inadequacy or
lack of training for tasks;

y  internal work organization factors and the physical environment (such as excessive
working requirements and hours, large class sizes, improper organization of tasks,
pupil indisciplineand inadequate administrative support or communication);

y  deepseated changes in the content and modes of delivery of educational services;
y  issues concerning professional autonomy in relation to demands for accountability

about academic performance fraducational users students, parents and political
leaders.
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56. In the mid1990s, an estimated 283 per cent of teachers in most OECD countries
experienced high levels of warklated stress and national surveys since have tended to
confirm the extent of # problem. Consequences include psychological and physical
ailments, absenteeism, reduced empathy with students and, in extreme cases, suicide. The
conseqguences are thus negative for teachers, students and schools (ILO, 2007). Measures
to reduce the incidee or impact of stress (as with violence, see below) require a
comprehensive approach to address root causes and a collective effort by individuals and
schools or systems. Considerable reflection on how to address the causes of stress and
measures to rede its negative impact has been carried out in European countries in recent
years, involving comprehensive schdiaised risk assessments, definition of organizational
action plans, their communication and evaluation and establishment of dedicated
individuds or units to monitor and report on actions taken (ETUCE, 2009) (see also tools
below).

4.4.4. Violence in education settings

57. Workplace violence can be definedasy action, incident or behaviour that departs from
reasonable conduct in which a persorassaulted, threatened, harmed or injured in the
course of, or as a direct result of, his or her wllitlO, 2003). Internal workplace violence
may take place between workers, including managers and supervisors, while external
workplace violence is that whictakes place between workers (and managers and
supervisors) and any other person present at the workplace. Violence in schools refers to
any violent action or behaviour between principals, teachers, pupilsteaching
personnel and also parents. Womee @ery often the victims of violence, as evidence
coming from both the developed and the developing world confirms. This violence can be
physical, sexual, emotional, and can affect female staff and students, but not exclusively.

58. In some African and Asiaoountries civil conflicts, insurgency and insecurity have had a
major impact on teacher motivation and commitment. Teachers are particularly the target
of armed violence and insecurity in a wide
of secure andafe school compounds is also a widespread concern, especially in urban
schools in Africa (Bennell and Akyeampong, 2007). A sepeint international
Declaration on means to address violence against schools has been adopted by Education
International (boxL8).

Box 18
E |l Decl aration 0Schools shall b

Adopted in 2009, the El Declaration affirms the following seven principles to guide the act
nd political authorities, teethdrscsrsodé6 organ

Reaffirm the commitment to the principle of the right to education in safety.
Take practical measures to ensure protection.

End impunity for attacks.

Prioritise action and share expertise orceesilitnecovery.

a

1

2

3

4. Strengthen monitoring of attacks.

5

6. Make education an agent for peace.
7

Support campaigns of solidarity.

Source: El, 2009.

136 DEPTS-2012-Handbook-2012-02-0241-1-NR.docx/v4



4.5.

59. Education authorities and management, public and private, teachers and their

representatives have a responsibility to promote workplace practices that help to eliminate
workplace violence. To this end, cooperation between all education actors and their
representatives is essential in developing and implementing appropriate policies and
procedures to minimize the risk of such violence (ILO, 2003). A culture of dialogue in
schools is indispensable to create a positive learning and teaching environment. This
dialogue should be open, first, within the educational community, and thereafter in
strengthening collaboration with outside experts, such as police forces or social workers
(ILO, 2000a and 2003t.0 andUNESCQ 2010i box 19).

Box 19
Tools for dealing ti stress and violence in schools

Preventing, reducing, managing and coping with stress and/or violence in education
involvement of a range of actors and response levels engaged in cooperating on common @
and highdevel mmage ment , teachersd wunion represe
individuals all have roles in addressing violence, stress or both by means of a constructive
based on decent work, professional respect, basic heedity qumohciples, tolerance, equal oppor
and quality of service.

At the individual level, solutions to violence and stress emphasize training to recognize p
and symptoms, counselling and support for victims and suféersfersutal other less stressful or v
environments.

Initiatives to promote school or organizational heéattienesgndness of organizational cohe
and its integration of objectives, tasks, ysabiegiskills and development éffatamoderate teachg
stress levels, and reduce the negative impact on their health and work behaviour. Organizati
to help manage stress in education include redesigning work, ergonomics, teacher training g
assist teachersdoping, and organization of school teams to help restore organizational healthi

Special measures to prevent violence based on workplace violence recognition, rig
intervention, monitoring and evaluation include:

Yy developing safe schqmficies and programmes, including a clear statement that violence
tolerated,;

redesigning school access in extreme measures (screening for weapons, installing gate
and adopting extra security measures);

a safer physical eaniment (improved lighting, changing the layout to reduce isolation);
redesigned work (team teaching, open parent/teacher meetings);

establishing crisis management teams; and

SIS

information, education and awareness raising, and training on inielg@reopetvention a
management of violent incidents should they occur for students and staff.

Source: ILO, 2003 and 2007.

HIV and AIDS

60. The i mpact and implications of HIV and Al

on education is dealtith in Module 2 (2.4.3). Good practices to ensure a safe and healthy
work environment that works against the spread and negative impact of the disease (ILO
and UNESCO, 2006a and 2006b) depend on a strong partnership between education
authorities, ministes of health, teachers and their representative organizations and civil
society to establish:

y a caring and supportive workplace environment, free of violence and intimidation,
including application of codes of conduct where necessary;
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4.6.

education sectoworkplace programmes that give assistance and encouragement in
assessing and reducing HIV risk;

adequate measures regarding first aid kits to prevent transmission, universal
precautions to avoid accidents in the use of sharp instruments and transnassions
fluids, procedures relating to hygiene and school health in accordance with national or
international norms and availability of latex condoms at education institutions or local
health providers free or at prices affordable to employees;

cooperationtrust and dialogue between government officials, the governing body of
the education institution, administrators, employees, education union representatives,
students, parents and other relevant stakeholders, based on principles of social
dialogue.

See cheklist in box 20.

wide policy?

<N

Nonviolence and a relevant code of conduct goversindestafelations;

First Aid, exposure to blood, management of sharp instruments and teachers and stug

wounds;

Hygiene; and

Practical measuresupmort risk reduction.

Does the policy implementation and assessment follow a checklist of actions to take at]
l evel (national, district or school), and

Box 20
Checklist for HIV and AIDS policies within workplaces

Has your school or institution adopted a workplace policy on HIV and AIDS, or is it cove

Does the policy cover essential workplace healttassues, including:

Information and communication (ICT) in schools

61. The use of ICT in schools is a mounting issue, which cuts across different aspects of the
teaching profession, such as infrastructure, workload, work organization and health and
safety. A number of questions have to be askird in effectively introducing and using
ICT in teaching and learning environments. These include:

y

the resources needed and available for hardware and software development and
maintenance that meet quality teaching and learning requirements and dduwat r
necessary human resources in the process;

health and safety issues related to types and levels of chosen technology and the
physical environment in which they are used;

training and professional development and support in use of the deckeology, to
maxi mi ze instructional t i me and effecti
autonomy (choice of teaching strategies, provision of individualized or small group

A

instruction) and reduce teacherso wor kpl a

adequate planning orgaation of work that takes account of working hours, tasks,
class size and other teaching workload considerations.
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62. An ILO-supported process in one region has offered a number of considerations in dealing
with this issue (box 21).

Box 21
Managing ICT in tlsehool teaching and learning environment

Investmentsshould be based on four major compdnbatsiware, software, communica
provisions and trained human resources, and should be assured on a sustainable basis.

Teachershould have adequate plartimmegas part of their work obligations to ensure they al
introduce ICT into their pedagogical practice in ways that favour high quality and appropriate |

Technical/professional suppshould be available in all instances.

Changesn wodking conditions as a result of the introduction and use of ICT in teaching
methodology should be negotiated with teachers and their representatives.

New teaching methodsuch as collaborative, team tedc$iirogild be encouraged and sepport

Class sizeshould be maintained at levels that allow teachers to give learners individua|
group attention for full and effective student learning through ICT use.

The use of teaching assistaimsclassrooms may be considered to help teachers, provide
are not employed to take over the teaching functions of qualified teachers.

An ICT implementation path oul d be promoted as part o
commitmenf school leadership is crucial to realizing this objective.

Health and safetya safe working environment should be ensured when introducing ICT eq

Source: ILO, 2002.
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Module 5: Salaries i Incentives

5.

Introduction: Overview and general principles

1. The wayteachers are rewarded for their work sends vital messages to teachers, students,

parents and the rest of society about the value of that work and the status and esteem in
which they are held. Rewarding teachers adequately and appropriately is a key to
reauiting and retaining a skilled, motivated and committed teaching force able to
concentrate fully on their role as educators, and thereby to improving education quality.

The ILO/JUNESCO Recommendati¢t966: paragraphll5 and 117, Appendix $tates
thateachersé salaries and benefits should me
and individual expectations:

(i) reflect the importance to society of teaching and its responsibilities;

(i) compare favourably with salaries paid in other occupationsirieg similar or
equivalent qualifications, skills and responsibilities;

(i) provide a reasonable living standard for teachers and their families;

(iv) provide teachers with the means to enhance their professional qualification by
investing in further éucation and the pursuit of cultural activities;

(v) take account of the higher level qualifications and experience required by certain
posts within teaching/education;

(vi) avoid injustices or anomalies that create tersimtween groups of teachers

. These principles integrate both the general interest of society to attract and retain the best

individuals in teaching and key motivational factors influencing individuals to decide on
teaching as a career, to remain in the profession and to come to warklaity basis
dedicated to their principal task to advance learning.

. The salary structure should also be conceived and applied without discrimination on the

basis of sex, race, ethnic origin or other distinctions not strictly related to professional
experence and competence (ILO, 1951; ILO, 1990), so as to avoid injustices or anomalies
between different groups of teachers. Adherence to these guiding principles is not only an
important pillar of equity for individual teaching professionals but avoids hiéstag and

helps to build cohesive professional teams within schools and other educational
institutions. Thus all elements in the pay system should be measurable, based on fair and
rigorous criteria and procedures (see below) and should be reliableahddamong
teachers and across schools or other education authorities.

. One of the most sensitive points of potential discrimination concerns differences between

men and women. In many cases, female teachers continue to earn less than their male
counterpad (El, 2006: 8; ILO and UNESCO, 2007: 17, 21), and trends in recent years
suggest that gaps are not closing in many countries especially at secondary and higher
education levels (lliukhina and Ratteree, 2009; ILO and UNESCO, 2010: 30). Where pay
gaps existfor example because the salary structure is being applied unequally to male and
female teachers, or career structures undermine equal pay principles, measures are needed
to tackle this challenge for individual equity and the general interest. Theseenclu
eliminating sex biased job classification systems and pay structures through job evaluation
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criteria based on objective and non discriminatory criteria and methodologies (ILO, 1990;
ILO, 2009) (see also box 1 for some recommended measures).

5. This modulebegins by examining compensation policy, focusing on policy objectives,
levels and financing. It then presents and discusses salary criteria, salary scales and salary
adjustments. The module presents the question of merit of performance assessment and
payin some detail, including a review of the impact of merit/performance pay schemes on
recruitment, professional responsibilities, staff job satisfaction and learning outcomes.
Finally it addresses the question of the reward and incentives of teacheral imemote
and disadvantaged areas, before briefly discussing the question of salary management.

Box 1
Tackling gender pay gaps: Recommendations from Education International

Governments should take measures, including legal, to:

Ensure the rightesiery woman to receive equal remuneration to male counterparts for equi
responsibility;

Require employers in both the public and private sectors to provide equal pay for work
whether or not the jobs are the same;

Ensure #t the design, methodology, and implementation of job evaluation systems
discrimination;

Give priority when designing public policies, programmes and allocating resources, inclu
ensure the achievement of pay equity;

S S

Have a employment policy that eliminates forms of insecure employment.

SourceEl, 2007b

5.1. Salary policy: Objectives, levels and financing

5.1.1. Multiple compensation objectives

6. All countries need to provide teachers with rewards which meet thequally important
strategic objectives mentioned above: (1) the recruitment, retention and performance needs
as defined by the relevant education authority; and (2) the incentives for individuals to
become and remain teachers over the full length of &gsafnal career as defined by the
education system, as well as foster dedication to professional responsibilities by enabling
teachers and their dependants to live in dignity without taking second jobs.

7. To these ends, salary levels should be establishadiasction of national income levels,
but also and especially in comparison with national comparator professions requiring
similar professional qualifications, knowledge, skills, and responsibilities, in both the
public and private sectors. Internatiofi@nchmarks for recruitment and retention should
also be identified on the basis of comparator professions.

8. Although not the only factor in determining professional vocation, especially in education,
which has many intrinsic rewards, salary levels impacthennumbers and quality of
individuals who enter and remain in every profession. Research since at least 1990 in
OECD countries shows a positive relationship between salaries and individual decisions to
become a teacher, return to teaching after careariiptions and remain in the profession
rather than choose other careers. Vari ous
importance of the salary factor, notably better or worse employment prospects for
professionally oriented graduates, especiallycountries with limited formal sector
employment. Nevertheless, compensation remains a prime determinant of teacher
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employment decisions, both for males and females in a largely feminized profession
(various sources cited in OECD, 2005: 70 71). In certages, the higher the salary level,
especially in relation to other professions, the higher the quality of individuals entering and
remaining in the profession, the greater the number of individuals wishing to do so and the
greater the propensity to seekt dligher paying education jobs (see Milanowski, 2008a,
for an overview in the bited Statey.

5.1.2. Absolute and relative values in
compensation policies

9. However in far too many countries, teachers are paid salaries that either:

y  fall below indicators baverage national income or decent standards of living (at or
just above officially defined poverty levels in some very poor countrigdlESCO
EFA GMR, 2009: 172; UNICEF, 2010);

yare less than jobs that require similar knowledge, skills and respadiesbitir
y do not reflect teachersé own perceptions

10. Under valued absolute or relative salary levels, or those perceived as unfair in relation to
job requirements, lead to a loss of prestige for the teaching poofessl disadvantage the
education system in recruiting and retaining some of the best and most committed
individuals (lliukhina and Ratteree, 2009). For example, international comparative surveys
of income levels across professions worldwide show thaerims of purchasing power
parity, primary school teachersd remuner at
professions surveyed in the 70 largest cities in the world (Fredriksson, 2008). On average
in OECD countries, t h e 15 yearsiobexperfenced (miaimume r s 6
training) to earnings for full time, full year workers with tertiary education aged 25 to
64ranges between 77 per cent (primary) to 86 per cent (upper secondary) (OECD, 2010:
table3.1) a gap that is only partially compated by other benefits such as pensions. Such
differences are a major contribution to recruitment difficulties in most if not all of these
countries. Despite improved starting level salaries for entry level teachers in some
developed countries in recentays under the pressure of teacher shortages, in many
countries teacherso salaries are either d
professions, often due to a failure to adjust their real value against increases in the cost of
living (ILO and UNESCO, 2010). In New Zealand, research has shown that, although
teachers are held in high esteem by the public, teaching is not seen as an attractive career

ibecause t he pay i s not commensur at e wi t
performance is not reavr d e d 0 (Hal |l and Langdon, 2006,
2007:27).

11 Toget her with a tendency for | ate or non p

the factors which lead teachers in many countries to take on second jobs, to the detriment
of their teaching, morale and well being, or to leave teaching altogether (El, 2006;
El 2009; ILO and UNESCO, 2010; UNESCO EFA GMR, 2009; VSO, 2008).Examples of
changes in teacher compensation policies that have turned around national shortages by
addressing sue of the compensation gaps also point to the need to respond to all variables
for a national/systemic response that is sustainable in the long run (boxes 2 and 3).
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Box 2
Teachersd remuneration in Uganda: sal g

Uganda suffered a severe shortage of teachers during the 1980s, following the departure
and expatriate teachers during the 1970s and early 1980s. Teaching conditions for remaining
difficult. In 1993, untrained and undez lai t eacher s constituted n
force. Low and irregular salaries for teachers made it hard to recruit and retain qualified teach
rural areas. There were almost no incentives for potentialitegshtr jpin the teaching professi
teaching was considered a profession of last resort. This reduced the quality of teaching and r|
disparities in the provision of basic education since the burden of financing edudatiodsvei<tie
local communities. In 1993, the Primary Education Reform Programme was implemente
untrained and under trained teachers were given opportunities to upgrade their qualification
the percentage of unqualifiedessadecreased by half from 50 per cent in 1993 to 25 per cent
major salary upgrading took place, increasing salaries ten fold in nominal terms and tripling t
over a period of ten years, leading to reduced teacher attritiorervaieshe average teacher salary
below the African average and teacher shortages remain a major challenge.

SourceLambert, 2004; UNESCO BREDFe de Dakar, 2009.

Box 3
Teachersd sal ari es c¢ompar Kmgdomand tnitédeStatesp r

In the UK in the last few years, real terms improvement in teacher rewards, involving abo
pay increases, structural changes and workload reform, have led to the teaching professio
improvement inngpetitiveness in relation to other graduate professions. However longer term
value of teachersd rewards relative to th
salary progression still compare unfavourably ceithpiduesk of many other graduates.

United Sates

The US Bureau of Labor Statistics has developed a detailed database that allows one
across knowledge, skills and responsibilities in that country. Analyses showed that jolasgsimi
knowledge, skills and responsibilities include instructors in community colleges and vocat
college professors, counsellors, social workers, nurses, psychologists, and many positions i
professions. Analyses ofisaléor such jobs find that on average US teachers nationally earn ah
below individuals in comparable jobs, particularly when appropriate incentives for teachers in
science as well as performance bonuses are considerede&theemnefits in the US generall
more generous than benefits for private sector jobs, thereby partially compensating for the
(although the relevant databases do not include salary and benefits data, particularly airtale
level, so comparisons of all forms of compérsaton and benefiteannot be made with precisi
Nevertheless, the salary comparisons suggest that some overall salary hike is needed to mal
labour market competitive; one csaiperexpert estimates the range is from $5,000 to $10,000.

SourceUK: El, 2006; US: Odden and Wallace, 2007b; Odden, 2008a.

5.1.3. Financing teacher salaries

cont ext of educational authoritieso
compensation meets the systemsd needs

! For example in African countries, on average 70 per cent of retuesgrenditures go to
classroom teacher salaries, but the figure rises to more than 90 per cent in some. On average more
than 60 per cent of current expenditure in primary, secondary anesquusidary noitertiary

f

12. Government commitment to improving and maintaining education levels therefore needs
to beassociated with a commitment to improving and maintaining education funding, since
teacher salaries are by far the largest component of recurrent education expenditures in all
countries.* Given this fact, salary and benefits must always be considereéh wiite

S
fo

education in OECD countries goes to teaadwmmpensation and may rise to more than 75 per cent in

some countries (OECD, 2010; 267; UNESCO BREDA/Pole de Dakar: 45).
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13. In certain countries this implies prioritising education funding over othaimsl on
national resources. Where countries are dependent on international aid, it implies donors
and national governments agreeing to make education funding a priority, and donors
making long term commitments to support national budgets in aid dependatties, so
that these countries are able to base their budgets on predictable resources. Currently,
international reports indicate that multinational donors are reluctant to support recurrent
and operational costs s uc heir supporttte edachtierr s 6
systems? (UNESCO, 2009: 43), and many developing countries are understandably
reluctant to use international development aid for recurrent expenditure, due to its
unpredictable nature. Furthermore, macroeconomic policies whiegmidee wage bill
fifcapso or ceilings need to be based on r
teachers, as well as acceptable pupdcher ratios (Action Aid, 2007) (see box 4).

Box 4
Creating ofiscal spheadhéeobpsdnsakasi
Pol i cies to increase funds available for

1. Increasing domestic reventierough faster growth and increased tax collection (for ex
including the informal sector and preventing tax aldawaston by corporations and individu

2. Reprioritizing spending within existing budgg&ns can be made by rationalising gover
expenditure, cutting expenditure within non priority budgets such as defence, and reducin

3. Givirg national governments more autonomy over macroeconomic Elicheas decisions
borrow responsibly, rather than being constrained by IMF deficit reduction models.

4. Looking for additional donor aibnor aid must be predictable over timeibé issed to finang
recurrent expenditure such as public sector salaries. However policies designed
macroeconomic stability must also allow donor aid to be spent in this way.

SourceAction Aid, 2007; ILOEWRNESCO, 20

14. Outside basieducation, at technical and vocational education and training (TVET) and
higher education levels, there is considerable need and scope for public/private
partnerships or cooperation in financing capital and recurrent education expenditures,
notably teachercompensation, to deal with increasing disequilibria in teacher
compensation in post secondary education and training (ILO, 2010a and 2010b; ILO and
UNESCO, 2010). Such partnerships should be framed by government regulation to ensure
that funding equity isnaintained, both in terms of student access (i.e., required fees) and
levels of teacher compensation across regions and institutions. Such means include cost
recovery measures that do not deny access to students from poorer families through a
comprehensi@ student grants and loan programme. They also include a mix of enterprise
funding and flexibility in the source of compensation for public teachers that allows TVET
trainers and tertiary teachers to supplement basic pay with outside earnings provided that
the overall mission of the education institution is respected and reductions in expenditure
are not viewed as an excuse to cut overall spending, for example by recourse to large
contingents of part time educators in higher education institutions (ILA)b2@0D10c;
UNESCO and ILO, 2010).

2The 2005 Paris Declaration for Aid Effectiveness seeks to overcome this situation by explicitly
calling for donor funding mechanisns be aligned with education sector strategic targets; however
donors continue to favour support to projects over budget support, for reasons such as fear of
financial mismanagement and the absence of reliableenid budget frameworks, et¢JNESCO,

2009: 46)
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5.1.4. Teacher salary components

15 When deciding on teachersdé rewards or compe
considered: basic salary (base pay); basic salary progression or adjustments; variable pay;
benefits and working/employment conditions that may condition whether more or less
remuneration is appropriate. All are important for the well being of teachers and play a role
in their recruitment, retention and motivation, and equally constitute importantreteaie
human resource planning decisions. This module deals primarily with the first three
elements, since the last two are addressed in other modules.

16. Basic salary:the amount paid weekly or more often monthly and generally determined by
a unified salangcale or schedule.

17. Salary progression:the means by which a teacher earns incremental pay increases over
time. In nearly all countries, teacher salary increases are triggered by a combination of
years of experience, educational and professional qualifications. In some countries
progression onthe scale may be subject to performance assessments (as for example in
Australia, see Ingvarson et al., 2007t 38)

18. Variable pay: a pay element that might or might not be earned every year or at all.
Variable pay may be provided as a bonus or allowarncenfdertaking a certain activity or
responsibility or achieving a specific outcome. Merit or performance based pay is one form
of variable pay.

19. Benefits: elements such as health insurance, medical care, social security, retirement
pensions, family benefitchildcare sabbatical periods or leave for study or continuing
professional development (CPD), fee support for further study/training and CPD, housing
provision or subsidy, transport provision or subsidy (see 5.5 and module 6 on social
security)i the dgree to which these benefits are available will influence decisions about
joining, remaining in and professional commitment to the teaching profession in addition
to the salary components.

20. Working/employment conditions: aspects such as hours of work, slaize and annual

|l eave (see module 4) that may be more or | e
therefore impacting on job satisfaction in relation to higher or lower salaries (one of the
Atrade offsodo cited in some human resources ;

21. Fora series of questions to guide further reflection on these questions see box 5.

Box 5
Pause for reflection: Teachers salaries to reflect the importance to society
of teaching and its responsibilities

1. I n your country, wlessendabeu theairgpertante of thesteachimgepr
to: a) teachers; b) students; c) the general public?

2. Are teachersbo rewar ds a barrier to attr
country?

If so, how could more fundsdmie available to improve teacher salary levels?

4. |Is there a salary gap between men and women teachers or between teachers of
backgrounds in your country? If so, why is this, and how could the situation be improved?
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5.2. Salary criteria and scales

5.2.1. International standards

22. The | LO/ UNESCO Recommendati on states t hat
established in agreement with the teacher
rating systemd i f t hes e 1866 earagraph i@ andlZle see rhodule 7).

Salary differentials should be based on objective criteria, such as academic and teaching
gualifications, years of experience alalels of responsibility 1966: paragrapiil9).

Where teachers of vocational @chnical subjects have no academic degree, the value of

their practical training and experience sldoie taken into account966: paragraph20).
Teachersd salaries shoul d ©966: paradraphi2l)at e d C
Advancement should taketcmaccount the following principles:

y  salary increments should be granted at regular intervals (preferably annually);

y  the progression from the minimum to the maximum of the salary scale should be
possible within ten to 15 years;

y  salary increments sbtd be granted for periods of probatioor temporary
appointment1966: paragrapth22).

23. The Recommendation further states that all teachers should benefit from adequate annual
leave with full pay {966: paragrapi®4) and should be granted study leave dhdu
partial pay: these should count for seniority andspmempurposesl@66: paragraphb).

5.2.2. Salary scales: Job content evaluation and
performance indicators

24. Many countries use a single salary or unified scale for both primary and secondary
teaches with seniority, or years of experience, as the primary trigger for incremental salary
progression, within classes or bands based on levels of academic qualification.
Increasingly, education systems also use skill or performance levels as the baderyor s
increases as part of a broader movement to more closely measure and link teacher
performance with learning outcomes (see section 5.4). Table 1 shows an example of a
simple teacher salary scale constructed on this basis that has been advocatdditedhe
States Various points in such a salary scale, such as the lowest beginning salary, could be
determined through evaluating job content, skills, responsibility and qualification and by
benchmarking salaries at similar levels for comparable jobibribader labour market.
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Table 1.

25,

An example of a knowledge and skills based teacher salafjusale

Skill leveP S@ep Academic qualificatién
:’:\tlzll? chhelor Master Dogtorate
(First) (Second) (Third)
degree($) degree($) degree($)
Entryd Initial licence 1 40 00 41 60 43 26
2 40 60 42 22 4391
3 41 20 42 85 44 57
Professional licence 1 45 33 47 14 49 02
2 46 01 47 85 4976
3 46 70 48 56 5051
4 47 40 49 29 51 26
5 48 11 50 03 52 03
6 48 83 50 78 52 81
Accomplished 1 5371 55 86 58 10
2 54 52 56 70 58 97
3 55 34 57 55 59 85
4 56 17 58 41 60 75
5 57 01 59 29 61 66
6 57 86 60 18 62 59
Expert 1 63 65 66 20 68 84
2 64 61 67 19 69 88
3 65 57 68 20 7093
4 66 56 69 22 7199
5 67 56 70 26 7307
6 68 57 7131 74 17

1Per cent increase for step within level 1.5 per Pentcent increase for skill/performance levetet. pePer cet
ncrease for academic qualification 4 pEiS$&figures cited for illustration only.

SourceAdapted from Odden, 2008a.

In the example shown, although the scale i
years of experience (1.5 per cent in the illustration), the largest pay increases (10 per cent

in the illustration) are provided for movement up skill/performance levidie highest

salary level within any performance category is always lower than the first salary level in

the next performance level, so the structure sends the signal that improved
skill/performance levels is the best way to earn the highest pay lewelstitrcture also

includes pay increases for improved qualifications in the formméa t er 6 s ( second
and adoctorate (third leveldegree. According to this type of scale, teachers would earn

the full professional licence after teaching for sevgedrs (three in the illustration) and

when their practice met the performance standards for that performance category. Earning

the professional licencewould also trigger a large salary increase (10 per cent in the
illustration). The teacher would eafina c c omp|l i shedo and fAexperto
practice, as assessed through a rigorous appraisal process, met the standards for the
respective performance category, and these career markers would also trigger a large salary
increase (10 per cent).

% This example scale assumes a-tieved teacher licensing system, but could operate the same way
in systems with only the initial teaching licence.
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26. A variation of a unified salary scale based on performance indicators has been in operation
in the LhitedKingdomsince 2000 (box 6)

Box 6
The Performance Threshold salary scale in the United Kingdom (England)

Since 2000 teachers in England (UlKawhachieved Qualified Teacher Status (QTS) are €
move from an incremental main scale to af
Benefits include an annual bonus p a ygdarzluded ir
calculations of pensionable salary. The UPS comprises additional increments, each of wj
performance in areas such as knowledge and understanding of teaching, teaching mg
assessment, wider professional effectipeofessional characteristics, and pupil progress. Additi
scale allows for progression to Excellent Teacher and Advanced Skills Teacher levels on sucq
of assessments according to the defined criteria, provides additiorsgegmhtsdiccation needs
leadership achievement and is targeted towards learning achievement and continuin
development.

One assessment suggests that the modified scale has motivated teachers to improve p
measured by testores, but the report does not measure whether this resulted from additiong
part of teachers nor diversion from other professional tasks.

SourceAtkinson et al., 2008; UK Department of Education, 2010.

27. Where teachers with non academialifications are employed, salary scales should also
take account of equivalent experience for teachers with non academic (technical and
vocational) qualifications and for mid career change teachers. Where appropriate they
should provide incentives for dgehers to pursue appropriate CPD, obtain further
gualifications and improve their skills and performance. A novel approach is outlined in
box 7.

Box 7
The Denver, Colorado @y¥roComp alternative salary structure

Well known in the US, this alternatipersation scheme was designed and implemented i
urban school system characterized by a high percentage of minority and disadvantaged s
learning achievement and (reportedly) a shortage of high quality teachers willirfigeriodgéoudy]
schools or positions. In operation since 2006 after an initial pilot phase, the plan was targ
student achievement and teacher retention. One of its acknowledged strengths is the joint de
cityos t andthdeducatidn admimisti@tion. The new structure operates from a base f
used for beginning teachers. Each individy
ongoing additions t eyearbanesescohwhichbs sal ary as

Yy an ongoing increase of about 3 per cent for creating and implementing a professional devg

y a 3 per cent ongoing increase for creat
effort to boostudent achievement in some ways;

Yy an ongoing increase in pay for obtaining a satisfactory rating on a new evaluation sys
years;

Yy~ working in a hard to serve school or in a hard to staff position.

The evaluation system includes five ped®rdimensions: instruction; assessment; curricu
planning; learning environment; and professional evaluation The system provides bonuses fo
gains, as measured through a value added student growth model linked to tinedséones oflan a
students. The scale provides more salary increases for acdb&tesy in professional developr
implementing a student growth prtbj@etdirect measures of instructional expertise. The plan hg
that are increasingltractive to teachers and principals, including annual pay increases based ¢
development and student growth initiatives, and satisfactory evaluation of performance. A r¢
the scheme concluded that district wide studestn&cttihad increased considerably, as had
retention in hard to staff schools and support from teachers and principals, though the reseatr
other factors may have also been at play.

Source: Heneman and Kindall, 2008; Odden aed28@llacWiley et 2010.
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28. Performance enhancing compensation systems that differentiate from unitary salary scales
should rely on a comprehensive approach that takes account of the many factors that
determine teaching and learning success, using teHBeassessment, professional
development and material awards to achieve objectives (see also modules 3 and 8).
Singapore provides one example of such a system (box 8).

Box 8
Singaporeds approach to teacher afy

Singapor eer fEonrhmaanncceed Management System i
to the academic and character development of the students in their charge, their collaboratior]
community groups, and t heopnrentand tothe Schoal asia whole. t
evaluations offer the possibility of performance bonuses of 10 per cent 30 per cent of b
evaluations also identify areas of needed
professional development plan. All teachers have access to 100 hours of professional develo
at no cost to the teacher, which they can use to make progress on these development pl
teachers receive annual reimbursemeimspifoving their knowledge and skills through profi
development, subscriptions to professional journals, language learning, or technology trg
assessed as poorly performing are provided assistance to improve but may alsdhey dismistse]
series of career steps include increased compensation for greater responsibility and con
profession and the school.

Source©ECD, 2011.

Box 9
Pause for reflection on salary scale design and use

1. How is the salagale in your country or education authority constructed?

2. Does the salary scale used in your country/education authority reflect the needs of the e
does it enable and motivate teachers working within the system to fulfil those needs?

3. Could it be improved or made more appropriate to the specific characteristics and chg
education system? If so, how?

4. Would the structure (although not necessarily the figures) of the illustration salary scale i
salary staiures illustrated in boxes 6 and 7 be compatible with your education system? H
be adapted to be more appropriate?

5.2.3. Salary scales established as a function of the full
range of teacher responsibilities

29. The ILO/UNESCO Recommendatidncalls for the full range of teacher tasks and
responsibilities to be taken into account \
Factors such as student contact time, course development and planning (taking account of
the number of lessons to be tatighch day and the fact that such planning and preparation
may take place outside of the hours of presence in school), student evaluation, participation
in research, extraurricular activities, counselling of pupils and consultation with
colleagues etc. rae integr al to teacher so da6& c har gi
paragrapl90).These factors therefore condition their workload and need to be accounted
for in compensation; class contact hours are not the only basis for calculating either one.
Where ama xi mum number of <class contact hour s i
schedule exceeds the normal maximum should receive additional rerameratan
appr ov e 1966 mamdraplil8).(

“ See alsdLO, Teachers and International labour standards: A handbook (Geneva, 1990)
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30. Within this basic framework, two approaches to teacherrysa&ructures may be
identified:

(i) the basic salary covers a job description which allows for differentiation, seeing the
school as a workplace necessitating a more complex set of activities, and is calculated
on the basis of time of expected presencethie school (or other education
workplace). Premiums are less extensive, but are paid for certain tasks, such as school
management responsibilities (Eurydice, 2004i32): see example of Denmark in
box 10 below;

(i) the basic salary is calculated on thesis of hours of teaching, and is supplemented
with premiums for extra tasks and responsibilities over and above classroom work,
preparation and marking. Progression up the scale depends mainly on years of service
(Eurydice, 2004: 3132).

31 Using a scale dwsis that distinguishes teaching hours and other teaching tasks requires
careful planning and application to avoid a fragmented compensation system that is
difficult or more costly to manage, may create the basis for inequitable remuneration
among differethcategories of teachers and may go so far as to undermine the overall salary
levels as the basis for professional recruitment, retention and motivation (box 11).

Box 10
Working time agreements for teachers in Denmark

In Denmark, time spent in scuside of classroom work is often used for teamwork and p
development activities. Agreements on working time include development hours for all teachg
used for pedagogical days and meetings, planning and evaluation efoppeeit! rdéated teach
processes at schools and in teams, development of evaluation forms, supervision, reflection @
practice as well as development of local curricula and teaching materials.

SourceEurydice, 2004: 32.

Box 11
Teacher salary structure in the Caucasus, Central Asia and Mongolia

A nine country study in Central Asia (Kazakhstan, Kyrgyzstan, Tajikistan Turkmenistan,
Caucasus (Armenia, Azerbaijan, Georgia), and Mongolia prepared for the ritieAng | &tegd dvip 200
revealed that in these countries the basic salary is calculated on basis of the weekly statut
(usually 10 hours), rather than on the weekly workload which includes all the diverse reg
teachers (880 hours), and varies by education background and rank. The total teacher salary
into six different components: base salary, additional teaching hours, salary supplements, bon
and fees from parents. The base salary omjsdoc&@i@®B0 per cent of the total salary, which perp¢
the public perception of teachers as being impoverished or underpaid. Since salary suppleme
to grade level (e.g. all primary school teachers receive a class teacherssibjgxerfeegt)teachers
certain subjects receive a supplement for grading student notebooks) and the bonuses and
governments can afford to pay, teachersbo
regions.

Soure: UNESCO, 20009824 27.

5.2.4. Provisions for responsibility allowances and
other financial incentives

32 The I LO/ UNESCO Recommendation recommends t
the responsibilities they undertake and the fact that s@o®ts require higher
gualifications and experience and carmgajer responsibilities1066: paragrapilb).

Salary adjustments may reflect and reward the extra responsibilities carried by teachers in
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their roles as department heatlead or mentor teaehs, instructional and induction

coaches, and teachers with advanced skills. Many countries experience shortages of
mathematics, science, ICT, languages and special education teachers, including those with
expertise in working with immigrants learning tikeount ryés native | ang
because the teacher labour market is segmented and the skills required for these posts are

in demand in other sectors (ILO/UNESCO, 2009b). Paying allowances to teachers in
shortage subjects may be part of a strategyttacatand retain teachers in these subject

areas.

33. There are arguments for and against paying allowances to retain gifted teachers in
positions of instructional leadership and responsibility, and to recruit and retain teachers in
subjects experiencing shiages. One the one hand, public school systems, through the
single salary scale, have long valued pay equity for teachers and this is a guiding principle
of employment and salary equity in terms of the ILO/JUNESCO Recommendation (see also
modules 1 and 2)The goal has been to pay teachers with similar qualitigears of
experience, education units, and degreehe same salary. But as education systems
experience shortages of capable individuals willing to teach in, for example, large urban
districts wih high poverty and minority schools in many developed countries, or rural and
remote areas of developing countries, many are coming to the realization that such teachers
are in a different education labour market. In order to attract and retain bettfedual
teachers to these posts, higher salaries or other material incentives may be necessary.

34. However economic incentives are not the only factor needed to encourage teachers into
both hard to staff schools and certain subjects. Research from the US thhbowsw
teachers might be more interested in the quality of the head teacher and the success of the
school than a salary incentive (e.g., Milanowski et al., 2007). These and other factors, such
as the quality of t e a c h e reagbes, suppor byi schodd wi t h
leaders, professional development opportunities and the general attractiveness of teaching
conditions, play a role in many systems (OECD, 2005:i168e also module 4), as does
career structure (box 12). Simple salary incentaidiser for high need schools or subjects
experiencing teacher shortages will work better if they are accompanied with innovative or
targeted recruitment strategies (see module 1, especially sections 1.1, 1.2, and 1.14).
Examples of different incentives shes for mainly high income countries are provided in
boxes 13 and 14.

Box 12
New career paths for teachers in South Africa

In April 2003, South Africa established a new post and salary structure for teachers
performance related salameases and two promotion routes for teachers: one in teaching
management.

1. In the teaching route, one can become a senior education specialist in schools while stg
teacher. Another option is to become an adviséDepattmeent of Education. The opporty
opened up by the teaching route are seen as an enrichment of the support structure, enh
based practice in schools and strengthening links between daily practice and national poli

2. The managentemute incorporates the more traditional forms of promotion, such as prom
teacher or official.

Source: UNESCO EFA GMR, 2008.

® Departmet head stipends may be expended from the budget for school administration, most
department head responsibilities being administrative rather than instructional.
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Box 13
Incentives paid to attract specific categories of teachers in the United States

The US feder@bvernment supported Teacher Incentive Fund (TIF) programme provides f
and districts to design incentives for teachers and principals who teach in high poverty, high m
subjects with shortages (mathematics and scieghdhehmans must also condition the pay incen
improved student test scores. Most TIF incentives take the form of bonuses, rather thanshg
whereas base pay @aid may be more appropriate, at least for the time the subjest desighated
as one with a teacher shortage.

Source: Odden, 2008b.

Box 14
Financial incentives to attract trainee teachers in shortage subjects in the EU

In the Belgian French speaking community, those registered as unemployed willingeitg
secondary teachers for mathematics, sciences, ITC and foreign languages can contil
unemployment benefits throughout their studies. In Estonia, teachers who are not fully qualifi
opportunity to obtain teaching quatiicat specific high demand subjects (for example, Esto
second language, English, and special needs education). Local authorities in Estonia may (
attract potential candidates to teach these subjects. Similarly in Freswoes aqualoto legal mini
wage during the first year of study is available to student teachers in subject areas where thg
In Malta each year, the Government selects subjects or areas of study for which financial ince
of a monthly grant) are awarded student teachers. Since October 2002, specialization in matf
has been offered in order to attract more
form of cash bonuses are avaitedidjects for which there are shortages of teachers.

SourceGHK, 2006.

5.2.5. Salary scales established in line with
demographic profiles and recruitment/retention
needs at different stages of teachersé ca

35 The | LO/ UNESCO Recommendati on states t hat
favourably with those in other occupations requiring similaequivalent qualifications
(1966: paragrapiil5b)). Each country/education authority needs to (a) benchmark its
ently level salary for new teachers against the beginning salaries of comparable
professions, as beginning salary is a significant variable in recruiting talent into any
system; and (b) set salary benchmarks for major teacher career markers, as well as
progresion over time, to ensure that teacher salaries remain comparable to other
benchmark occupations.

36. Despite theLO/UNESCORecommendati onds guideline tha
minimum to the maximum of a basic salary scale should not takgrddhan terto 15
years {(966: paragraphl222), in practice there is considerable variation between
education systems in the time it takes teachers to reach the top of the scale. In countries
where teachers reach the maximum basic salary after a relatively stemt span (for
example lower secondary teachers in countries such as Australia, Denmark, Estonia, New
Zealand and Scotland (UK), who reach the highest step on the salary scale within six to
nine years OECD,2011), teachers can benefit from maximum salirg younger age,
but challenges exist in retaining motivated teachers within the profession until retirement.
In those where teachers have regular salary increases for many years, but have to wait for
many years before receiving their maximum basic sathig may motivate them to stay
until they receive the maximum salary, but the need to wait until relatively late in life
before receiving the maximum salary may be frustrating. However a number of different
and interconnected parameters must be considehen analysing the relative merits of
quick or slow salary progression in terms of retention (Eurydice, 2008).55
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37. Career structures need to be constructed so that good quality teachers do not leave the
classroom to work in education management, dside education altogether, once the
maximum salary is obtained. Thus salary scales need to be integrated with policies to keep
excellent teachers teaching and providing leadership and CPD opportunities to colleagues.
This may involve paying for jobs or pitions with specific responsibilities (e.g. head of
subject area or coordinator of curriculum or professional development), paying for
evidence of increased knowledge and skills, or paying for individual performance
(Ingvarson et al., 2007:9). Schemeschsias Advanced Skills Teachers in the UK for
example, who are paid on a separate pay @dsp
T see also section 5.2, box 6), may help motivate and retain teachers who have reached the
top of the basic salary scalehist drawing on their expertise and experience (see also
module 2 on careers). A mix of financial and professional incentives form part of teacher
career and retention policies in Singapore (box 15).

Box 15
Career and salary structures to retaachers in Singapore

In 2002, Singaporeds Ministry of Educat
teachers to make teaching their long term career. Teachers receive a retention bonus for e
years they stay in theiservrhis has helped keep the resignation rate for teachers at less than 3
encourage a culture of learning in schools, the government pays for 100 hours per year
development for all teachers. After their first three gedassnotbm, teachers can choose to purs
of three career tracks: a leadership track, a specialist track, and a teaching track, which caters
educators, who want to make excellence in classroom teaching the primary feeus & ithéir tbal
track, teachers can move up from a fAsenio
their pay rising to reflect both their demonstrated expertise and the assumption of additional re

Senior teactseserve as mentors and role models for teachers in their schools. Schools hav
to arrange their workload so that senior teachers can spend more time mentoring younger te
teacher can earn a siadlairyt & gqludweall elntort 02 ,a
a salary equivalent to a school vice principal. Excellent classroom teachers can now be wel
remaining in the classroom, rather than becoming managers.

Source: Ingvarson et2dlQ7.

5.2.6. Range between minimum and maximum scales
and between levels of education to reflect equity
and efficiency

38. The ILO/UNESCO Recommendation states that salary differentials should be based on
objective criteria (qualifications, experiencegsponsibility) whilst maintaining a
Aireasonabl entlerhighest and lowedtdee paragrapthl9). Furthermore the
salary structure should not lead to injustices or anomalies likely to lead to friction between
different categories of teache®66: paragrapti17). There is no clear consensus on what
the ratio between minimum and maximum salary should be, and practices vary between
education systems. In EU countries maximum and minimum levels generally differ by less
than a factor of two (box 16Yhe salary scale in Table 1 (section 5.2.1) has a top salary
that is 1.7 times the starting salary for the first degree column and 1.85 for the third degree
column.

39. There has been discussion in many countries about whether primary and secondary
teachersshould be paid according to the same salary scale, the assumption being that
secondary teachers are more subject matter experts, who are harder to recruit and retain.
Using a single scale has the merit of rewarding the specialist skills and trainirignafypr
teachers and recognising primary teaching as a speciality in its own right. However this
may be unrealistic in many developing countries where the vast majority of teachers work
at primary level. Where a single scale is used, additional incentivgsneed to be
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provided for TVET teachers and for specific subject areas for which actual teacher
shortages emerge, such as mathematics and science (see 5.2.4).

40. Another issue is salaries for psehool teachers. The practice often is to pay such teachers
a lower salary, since education systems often put less trained teachers into preschool
classrooms. However research shows that fully trainedgreol teachers are much more
effective (Whitebrook, 2004); and the best way to recruit and retain fully tradaetidrs
is to place them on the same salary scale as other teachers.

Box 16
Salary scales, practice in Europe

In the majority of European countries, minimum basic teacher salaries in primary ang
secondary education are lower than peGEdpitdeachers need to have completed a certain n
years in service and/or to have satisfied other conditions before their salary is higher than pg
Bulgaria, Latvia, Lithuania, Norway, RomamitSlovakiathe basic gross annuahréed of teacher
remain less than per capita GDP.

The relation between maximum and minimum basic annual salaries generally differs by |
of two. IDenmarKprimary and lower secondary educatibayagadeachers may hope for no thare
very modest salary increases (corresponding to some 10 per cent)Ciamwsyeyxaembour@n the
case of teachers in primary educatiddgthieelandgfor teachers in general upper secondary edu
Austria, PolanéndPortugal,salaris may reach more than double their original level. Togethg
frequency of salary increases, this may explain why teaching may be more attractive at some
than others. Clearly, teachers whose salaries rise significantlytibioegtioeitcareer may be |
inclined to leave the profession than those whose salaries do not progress beyond the fi
experience. In the (BdglandWalesandNorthern Irelandypeasures introduced in 2000 sought to ¢
the salary ate of teachers who had reached its upper limit to encourage them to remain in the

Source: Eurydice, 2005; Eurydice, 2009.

5.2.7. Negotiated salary levels

41. The | LO/ UNESCO Recommendati on set s out t
provisions, salary scales and working conditions should be determined through
consultation and/ or negotiati on bet ween e
assured by statutory or voluntary eentions {966: paragraph82i 83 and 116). Salary
scales should be reviewed regularly and, where adjustments are made automatically on the
basis of a cost of living index, the choice of this should be determined in consultation with
teachersd organizations.

42. Following these principles, negated solutions through collective bargaining represent the
highest form of social dialogue mechanisms applied to employment terms and conditions
(see also module 7). Some countries, such as Cameroon, Gabon, Madagascar and Tunisia
have alternative meansdfet er mi ni ng teachersdé remunerat.
than negotiating the change via collective bargaining (El, 2009), and others decide salary
guestions through pay review boards or bodies, such as the School Teachers Review Body
in the UK, whi ¢ h all ows teacher so uni ons a VOi CeEe
structures, levels and adjustments. Any major restructuring, reform or move towards a
more performance oriented salary scale would need to adjust all current references to
current salary scales in legislation or collective agreement, preferably through the
consultative or negotiating provisions advocated by the ILO/UNESCO Recommendation,
and generally accepted as theibésr sustainable reforms (ILO aiNESCO, 1966; ILO
andUNESQO, 2007 and 2010).

43 Respect for negotiated teachersdé6 compensat
such as the post 2008 economic recession that affected especially high to upper middle
income countries of North America and Europe. A consenstsajeed in the ILO is that
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5.3.

employers and workers, including those in education, need to rely on collective bargaining

to elaborate and apply sustainable responses to such situations, despite the pressures to do

otherwise (box 17).

Box 17
Social dialogue and the recession

The Global Jobs Pact, agreed at the 98th session of the International Labour Confereng
calls for engaging in social dialogue through tripartism and collective bargaining between
workers to woput constructive and sustainable responses to the current recession. A numb
have followed such advice, although negotiations and other social dialogue mechanisms arg
applied and have failed to achieve results in sanEstseBnegotiations between municipal auth
and trade unions have led to preserving pre recession salary levels instead of their reduction
2010 théletherlandseportedly agreed to the creation of a foundation to palrdistiogoeiand a soc
pact between social partners in education and the Government along the lines of existing arr|
private sector. It was also proposed to preserve funding for a 2007 action plan for the teachir
includesnany provisions advocated by teachersbd
(investments until 2020 for better pay for qualified teachers), professional development meas
for teachers by which individual teaghenistain funding and time to undertake university courst
choice), professional autonomy (a professional charter for teachers, outlining school subjec
decided by teachers themselves) and more career development by operdrepupaossibilities wit
teaching rather than managemeNigéna following negotiations, planned 2009 salary increag
mai ntai ned, despite a worsening economic §
union partwated called for investment in sectors favouring economic growth, including educatig

Despite some positive examples, in most of the countries in which plans were adopte
201011 to reduce public budget deficits and therefore investmesdsidation sector, there is
evidence that social dialogue has played an important role. Education sector unions have
consulted but rarely engaged in full blown negotiations leading to agreements on the way fo
hasoften been wide ranging protests against unilaterally imposed budget reductions and th
terms and conditions of employment of public servants, including teachers in European c
France, Greece, Ireland, Spain and the Unitexth Kangong others.

Source: ILO, 2010a; ILO, 2011.

Salary adjustments

44. The ILO/UNESCO Recommendation affirms that salary systems for teachers should be

reviewed periodically to reflect such factors as a rise in the cost of living, increased
productivity leading to higher standards of living in the country or a general upward

movement in wage or salary levels. If a system of salary adjustments automatically

following a cost of living index is adopted, the choice of index should be determitied w
the participation of the teachersé organi za
should be regarded as an integral part of earnings taken irdorddor pension purposes
(1966: paragrapi23). The principle of regular salary adjustmentsdasighed to ensure

teachersd salaries remain competitive
and remain in line with changes in the cost of living and nationaluptivty levels (ILO

andUNESCO,2010.

5.3.1. Review factors and mechanisms taking

account of education system needs and
individual motivation

Wi

45. A salary system needs to have periodic adjustments to keep it current and should be
reviewed regularly on the basis of factors and mechanisms which take account of

education system needsd individual motivation. A country or regional salary scale may

be adjusted to reflect geographical variations in the cost of living and other factors such as

recruitment and retention considerati
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schools and education systems are often adjusted upwards in metropolitan areas, where
prices and salaries and particularly the cost of housing, are high, and downwards for more
rural, non metropolitan areas. However such strategies produce a shift irti@duca
resources toward metropolitan areas and the consequences of their introduction should
therefore be considered carefully, particularly in countries which are struggling to recruit
teachers to rural and remote areas. Differences between factors thettenioidividuals

and meet the needs of education services have to be carefully considered in policies to
adjust teacher salaries (box 18).

Box 18
Intrinsic and extrinsic salary adjustments

Salary adjustments r epr e shatigcontext specii@ not unieef
available to all teachers. Adjustments can be of tintinglesalary adjustments relate to characte
which are inherent to the teacher him or éxrsedfcsalary adjustments relate to chasticseof the
teaching post itself. The two types of adjustment fulfil different purposes: intrinsic salary a
essentially as an incentive to attract teachers with particular profiles, whereas extrinsic ag
particular typeste&ching posts, and are used to draw teachers into those posts.

Extrinsic factors taken into account include additional responsibilities, geographical loc
classes. Intrinsic factors taken into account are evaluation of teachisgi@hkilssypefeence in a se
other than teaching and further qualifications. Extrinsic type salary adjustments include pre
teachers to work in schools located in areas that are perceived to be less attractive. This co
pos#bilities: remote or sparsely populated areas, or those with an exceptionally high cost of
high incidence of socio economic disadvantage. These adjustments are designed not only to i
teaching in such areas, but afeake it positively advantageous in financial terms to take on a te
there.

SourceEurydice, 2004.

5.3.2. Necessary salary adjustments

46. Adjustments should account for overall local or national cost of living fluctuations and
changes in salargvels for comparator professions or occupations. The guiding principle
should be to ensure that the teacher salary scale remains competitive with jobs requiring
similar qualifications and skills, whilst reflecting overall country wealth and changes in
cog of living, in line with the multiple functions that salaries serve in attracting, retaining
and motivating teachers.

47. Where countries desire to have teacher salaries at a certain benchmark to comparable jobs,
but are not able fiscally to do so, alternatieducation financing will need to be found.
This is necessary to ensure that teacher salaries do not slip significantly behind similar
occupations, public and private, and teach
economic growth or GDP riselsgx 19).
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Box 19
Teacher salary reform: Good practice from Mongolia

The Government of Mongolia lifted teacher salaries three times in a short sequence in 20
much as 36 per cent in the period 2006 to 2007, to reflect the economtbegmmwititrthatid beg
experiencing since 2005. The biggest increase, however, was the increase that went into effeq
September 2007, teacher salaries underwent a structural reform: the weekly workload
introduced and usedhasfoundation to calculate the salaries. It replaced the previous system th
on the weekly teaching load of 19 hours. This structural reform more than doubled the 4al
The structural reform benefited especially teachémuralsohbols that were not able to supplemg
salary by taking on additional teaching hours. With the introduction of the weekly workloa
system that is also used in North America and Europe, the public perception obtbssteadhér
visibly improved.

* In Mongolia, teacher salaries were 1.7 times the GDP per capita in 2005 but then in
structural reform of 2007/08, 3.58 times the GDP per capita. Mongolia is the only country i
approximatespé@ in fact slightly exceeds, the EFA FTI benchmark (whereby the teacher salary
times the average GDP per capita).

SourceNESCO, 2009.

5.3.3. Provision and criteria for annual adjustments

48. The teacher salary scale should be periodically adjusted as salaries in the benchmark
occupations change, so as to keep teacher salaries competitive with other jobs that attract
similarly trained professionals, or where the cost of living rises, natiogalthvincreases
or there is a generalized upward movement of salaries in the country. Many education
systems have introduced provision and criteria for annual adjustments, often within the
context of public sector pay review mechanisms.

5.3.4. Periodic adjustments based on negotiations
with teachers organizations

49. Where provision exists for annual (or other periodic) adjustments these should be based on
negotiations with teachersdé organizations (
setting autmatic increases are the rule, the choice of index should be determined with the
participation of the teachersé organizati on:
be regarded as an integral part of remuneration used to determine pensionso(see als
module 6).

Box 20
Pause for reflection on salary adjustments

1. Does the salary scale in your country/education authority include adjustments to reflect g
of living variations and recruitment and retention considerations? Wimsegeicesc(positi
and negative) of this?

2. What is the policy regarding adjusting
country? What are the consequences of t
professions requiring similar qualifications and skills?

3. Ar e teacher sbo organi zations invol ved i
consequences of this policy?

4. Are you aware of examples of good practice regarding salarg fxdjustrtiemtcountries or sec|
which might be of benefit in your own?
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5.4. Merit or performance assessment and pay °

50. The ILO/UNESCO Recommendation does not take a position for or against merit or
performance pay, but does argue that any such scheoawdsonly be introduced or
applied in consultation with and acceptance by the concemedcther sd& or gani :
(1966: paragraph24).

51. Despite evidence that merit pay is not necessary and may even work against overall
education objectives (OECD, 2008gkarson et al., 2007), over the past two decades there
also has been considerable movement in many countries (e.g., Chile, Japan, UK, local and
state school systems in the AJ$ supported by a federal Teacher Incentive Fund in recent
yearsi to name a feyvto provide new pay elements that are directly related to student
achievement, almost always related to standardized student achievement test scores.
Though controversial wherever they have been developed and implemented because they
tend to narrow curridla, reduce teacher autonomy and innovation and together lessen
learning diversification, these new pay elements are considered strategic for the education
systems of those countries that have introduced them, as they are tied to the key education
goal ofmeasurable, improved learning outcomes.

5.4.1. Performance pay definition, criteria
and schemes i Pros and cons

52. Performance related reward is designed to send a signal to employees that they deserve to
be rewarded for superior contributions, to attract eetain high quality employees and in
education to improve learning outcomes.

53. Performance pay systems must address three issues:

Yy Whose performance is being assessed? Pay can be related to an individual teacher, a
team or group of teachers (and other school employees) or all the employees in an
educational establishment.

y  How is it to be measured and evaluated? Performance refdysthh outputs (the
achievement of individual or group targets and objectives) and inputs (what a teacher
brings to their task in terms of skills, knowledge and behaviour).

y  How is it to be rewarded? The relationship between performance and pay will be
bsed on fAsome kind of assessment of the
undertaken by another and requiring the exercise of judgement or discretion by this
ot her par 200532@2Kes sl er ,

54. Performance may trigger a payment whicltasisolidated into base pay; alternatively the
performance payment can remain unconsolidated and have to be earned again in
subsequent years (a form of variable pay). There are basically three types of performance
pay systems:

y  Systems based on appraisalbssessment of the individual employee, either founded
on inputs (merit, skill or competency schemes) or on individual outputs (individual
performance related schemes); the payment is usually integrated into base salary,
either as a percentage increasaoadditional increments on a pay scale.

® This section should be read in association with section 5.2.2 above that considers knamtedge
skills based elements of revised or alternative single salary scales applied to all teachers.
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55. A pay system may include two or even all three of the above elements (K288kr,
32122). Some additional questions that must be addressed iffoanmemnce related pay

56. Performance related pay is assumed by many to attract and retain fesipde into
teaching, and to motivate teachers to work hard to improve student performance, by

57.

Systems involving an unconsolidated bonus payment to individual employees on the

basis of achieving specific targets or objectives.

Systems involving an unconsolidated bonus payment to individual employeles on t

basis of the performance/achievements of targets by the whole work team, department

or establishment.

system are set out in box 21.

Sou

Odden and Wallace, 2007a and 2007b.

Box 21
Checklist of questions on performance related pay systems

The performance indicatohll they be limited to the very narrow, measurable indicators
achievement via standardized itestsre subjects such as literacy and numeracy or encg
broader array of learning objectives: progression to higher education levels/graduation r
reason/problem solving; demonstrated understanding of citizenship normscfepeietgmmetcrat

Measuring progressll standardized tests determine success or a more diversifieg
measurements, such as student learning profiles; teacher evaluétipreressiiservisory
external? Is the measurement based orsgfogme year to year, in comparison with a ¢
benchmark, or some value added definition? What weight is to be given to the contribut
support staff in achieving learning improvements? Is the data to be used sufficientieundrhgl
over time, as a basis for reward decisions?

Adjusting for external factoddave the measurement instruments taken account of factors ¢
school: poverty and disadvantage, such as the place of non native speaking or mifesitf |
parents; differences in funding between schools or school systems?

Eligibility and fundingMil all teachers/staff be eligible under an individual scheme or do qug
accessibility to a certain number? Will the plan focus onvidilidseiool performance or b
What will be the size of the bonus (it must be significant to act as a motivator bench
recommended in the US range from 2 to 8 per cent of base salary) for teachers and nor
Are funds for thewards sustainable over time?

rceGoldhaber and Hannaway, 2009; Goldhaber and Hansen, 2008; Milanowski, 2008b; Odden, 2

delivering the message that performance is important, and good performance is paid more

than poor performance (Durbridge, 2007). Advocates of performance reitethd some
earlier research results claim that financial incentives do improve at least student test

performances, and where based on student test scores, they help teachers to understand the

most important goals of the education systems (for exampke tetudent performance
areas included in the performance bonus) and channel their time, effort, and energy

towards producing improvements in student performance in these areas (see for example

Atkinson et. al., 2008; Kelley, Heneman and Milanowski, 2002 argued that where
applied within school based programmes, performance related incentives reinforce the
teamwork ethos; where based on appraisal, the motivational dimension of appraisal is
reinforced by reward. Thus the optimistic view of performaretated reward is that it
ngs teachers simultaneously the intri
rise in a more successful school environment and the extrinsic rewards of financial

bri

compensation.

Many of these assumptions are not boout by either research or experience. First,
measuring teachersd performance or mer i
depend on many factors outside the classroom or school (poverty, difficulties with
languages, lack of parental support to stislegic.) over which teachers have little or no
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control. The process of setting objectives and measuring performance is complex, time
consuming and requires skills and training, with the risk of overloading school managers
or subject heads and of demoratian and divisiveness when staff feel unfairly treated
(Marchington and Wilkinson, 2008).

58. Second, when reward is based on appraisal it may undermine professional development by
the focus on reward. Assessing t ascareshier sdo |
based on a reductive understanding of both teaching and performance: it assumes that what
can be measured is what is of value and encourages teachers to focus on measurable
outcomes at the expense of non measurable but highly valuable persdnsbcal
outcomes (Durbridge, 2007; Adams et al., 2009). It also encourages unreliable data
measurements through what is known as fAsc
results are counted, the choice of students being tested and how they arel fogpasts,
as well as excluding from the equation certain staff (for example librarians, ICT and other
teaching support staff as well as previous teaching staff) that are not directly involved in
the testing process.

59. A third difficulty arises from finacial limitations of many performance based award
systems: quotas are established where funding is restricted, therefore limiting benefits to
only a few teachers and creating difficulties for management to explain why other staff
who may have equal claingh the awards do not receive them (Chamberlin et al., 2002,
cited in OECD, 2005). Such practices narrow teaching methods, limit the curriculum
taught, reduce teacher autonomy and are fundamentally inequitable if reliable learning
outcome measurements cahbe established, linked accurately to every teacher, and are
not the object of subjective appraisals by supervisory staff (see 3.2).

60. Research shows that, rather than having positive impact on classroom teaching or student
achievement, merit pay based etudent performance impacts negatively on teacher
morale, collaboration and teamwork, encouraging individualistic assumptions and
attitudes, and introducing competition between colleagues for the best classes and schools,
particularly where there are lireid financial resources available to reward good or
excellent performance (Durbridge, 2007). Teachers often react sceptically to performance
based incentives, and resent the assumptio
that promises of money woulx hort t hem to greater effort
assessments on the basis of which extra pay is awarded to be unfair, these may have a
demotivating rather than a motivating effect; where teachers do go along with such
schemes it mgpypyobhe uhhsbughcdmpl i anced rat he
(Ingvarsonet al., 2007). Performance related pay may reinforce the disparities between
schools, with disadvantaged schools and education systems with limited resources unable
to compete to attract éhqualified and experienced teachers they need. A further drawback
of Individualized performance rewards is that they may be divisive and undermine
collective agreements; in some cases they may be used by employers or governments as a
means of underminingrade unions or teachers organizations, rather than as a path to
improve education quality. Finally, there is little unequivocal evidence of improved teacher
performance as a result of merit based pay schemes (Durbridge, 2007). Some examples of
often uninended consequences of performance related pay are provided in box 22.

" For a more detailed discussion of these issues it/tlited Statesn particular see: Adams et.,
2009; GoldhabeandHansen, 2008; GoldhabandHannaway, 2009; and Milanowski, 2008b.
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Box 22
Research showing mixed evidence on performance related pay

Gearing teaching towards the tests can impact negatively @hédgdiy.ekample, a school ba:
incentive programme for teachers tended to reward teachers and school with high socio econg
were already performing well, rather than those improving yet still needingltalidahdittenymthe
impoved test results reflected a tendency fosteaftiveis on the best students and train studentg
test, often excluding other aspects of the curriculum. Improved learning achievements were
lived inKenya In Mongoliaa perforamce related pay system was abandoned a year after int
following conflicts prompted by the increasingly hierarchical nature of teacher and managem
the heavy administrative burden and paperwork imposed on head teachers. and inspect

Source: Country sources cited in lliukhina and Ratteree, 2009.

5.4.2. Criteria for performance related pay schemes

61. Performance related pay schemes should not be implemented without careful consideration
of the goals to be achieved, the speaifintext and the process by which such a scheme is
applied. The most effective schemes appear to be based, not on standardized student test
results (even if better learning outcomes are the ultimate objective), but on evidence of
professional development the form of carefully developed knowledge and skills based
systems. Where teachers and their organizations are involved in the development of
standards and performance measures, these are both more valid and more widely accepted
by teachers than when theare imposed by employers. Standards based performance
assessment schemes developed by teachersbo

l

searching and rigorous than those developed

level of credibility with all stakeholders. Such schemes have the most positive impact
when developed and operated jointly by employing authorities and professional

associations (Ingvarson et al., 200Box 23).

Box 23
Successful performance based pay systems

Performance based paljemes are most likely to gain professional commitment and impr
learning outcomes when:

(a) the guiding purpose is to give substantial and valued recognition to teachers who prov
professional development to high teachinglstandar

(b) valid (research based) standards have been developed by expert teachers in their sy
teaching to provide long term goals for professional development;

(c) appropriate research is used to develop reliable and valid procedncesoindicdte that teach
have met those standards;

(d) the assessment of performance procedures are conducted by an agency external to the
reliability, comparability and fairness;

(e) teachers have adequate opportunities tbddarawledge and skills required to put the stand
practice;

fl a teacherdés ability to demonstrate that
recognition, enhanced career opportunities and significant salary increases;

(g) teachers who reach high standards of performance gain access to interesting, challe
supported positions in schools where they can provide leadership to improve teaching ang

(h) governments and other employing authorities acedctimai the assessment system is vali
reliable and make long term commitments to support the system.

Source: Ingvarson et al., 2007.
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62. Where adopted, then, performance related compensation schemes should be based on
objective assessment criteria ings clear, measurable performance indicators and
transparent assessment and award procedures. The procedures must be clearly
communicated to all teachers, and the performance indicators on which they are based
should be widely known and understood. Theseukl take account of the full range of
teacherso responsibilities, including ment
tasks of senior teachers (see also 5.2.3).

63. Those responsible for assessing teachers should be thoroughly trained in thehese of
assessment tools and in the principles of administering performance related pay schemes,
including the principles of non discrimination and objectivity in applying criteria to all
employees regardless of gender, age ethnic origin etc. A range o&rtthtealidation
methods is necessary (see box 24); these may include self assessment, peer assessment,
assessment by trained assessors from within the school (for example school or subject
heads, or master teachers) and from specialist inspectorates fitsideothe school
concerned; they should be clearly set out and widely known.

Box 24
Need for high quality, independent, mult

An international review of performance related evaluations prepared for polaystnadike
concluded that, in order to be wvalid and
regarding rewar ds antdle, iodepeedent sources df evidense anden
independent trained assessors of the evid
teaching environment and be based on dem
expertise.

Source: Ingvarson et2007.

64. Where individual performance related pay is applied, care should be taken to separate
ongoing developmental or formative appraisals, for example with a mentor, from
summative appraisals used to asselgibility for merit reward. Appeals procedures
should also be in place to review cases of teachers who feel that that they were unfairly
assessed and denied merit awards (see 3.2).

5.4.3. Whole school assessments and award systems

65. School wide bonus schees involve variable payments to individual employees if
performance targets are met by the whole work team, and are based on the assumption that
responsibility for performance and achievement lies with all the school workforce
(teachers, administratorgpidarians, maintenance staff etc.). School employees depend
heavily on teamwork to achieve learning objectives, and teachers benefit both
professionally and personally from solidarity and formal and informal support from
colleagues. It is in the interest teachers, other school employees and students for a
cooperative, supportive culture to prevail, rather than a competitive one, which may be
divisive and discourage team work and cooperation between colleagues. If student output
based performance relategivard schemes are to be used, there is some evidence of the
desirability of basing them on the performance of whole schools, rather than individual
teachers, and that school based performance awards lead to improved student outcomes.
Whole school or teambased awards are also more appropriate for measures of
performance related to student welfare, engagement and satisfactipargonet al.,

2007). Chile provides an example of a limited whole school award system (box 25).
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Box 25
Whole school performamawards in Chile

In addition to individual performance awards, teachers in Chile may also be rewarded g
they work in schools which are identified as performing at high levels by the National Perfor
System of Subsidized S8Eh¢SNED). This programme, which was established in 1995, is bg
amount of improvement in school performance on a variety of indicators, including student
standardized tests, and assesses schools against other schoolsstuidlersiroiiaracteristics such
socio economic background. Every two years, the SNED awards a monetary bonus to all tea
the top performing schools within each group. This reward in the past has benefitted up to
workforceroan annual basis, with bonuses averaging about 4 per cent of the average annual t¢

Source: OECD, 2005.

66. Although whole school award schemes entail fewer measurement problems than individual
evaluation schemes, they do not eliminate them, and the same perverse incentives for
teaching to testing and figamingd thed systen
systems may cause high performing teachers to leave low performing schools, where they
are most needed; and may encourage fAfree ri
work of colleagues (Harris, 2007). An examination of a whole school rewarehsyst
improve student results in the New Yotkty (USA) system found very mixed results,
with only small school and already collaborative teaching staff showing positive results
(Goodman and Turner, 2010).

5.4.4. Non-salary performance awards i Professional
development, leaves, etc.

67. In addition to performance related pay schemes, teacher performance may be recognized
with non salary rewards. If administered equitably, transparently and credibly, these can
foster motivation and morale, through the recognitand public acknowledgement of
teacherso professional achievement . Skil fu
identification of appropriate awards for te:q
needs: these might include career advancen@®l) opportunities, access to study leave
or training courses, changes in responsibility, roles in school development initiatives, or
public recognition from school managers and colleagues. An important issue is whether
teacher appraisal and feedback shoodéd seen uniquely as rewarding performance or
whether it can assume a developmental role (OECD, 2009) (see also 5.4.2).

5.4.5. Impact of merit/performance pay schemes on
recruitment, professional responsibilities, staff
job satisfaction and learning outcomes

68. Performance related pay schemes based on individual teacher performance (often known
as merit schemes) were popular in @A in the mid 1970s and 1980s until found to be
unsuccessful and abandoned: research demonstrated that they did not haverea posit
impact on either teacher or student performance but did impact negatively on teacher
collaboration and morale (Durbridge, 2007; Ingvarson et al., 2007) (see also 5.4.1).
Incentives do not of themselves improve what teachers know or can do, or make them
more effective teachers. More effective tea
high quality professional learning, promoted by knowledge and skills based approaches to
performance related payo(Il ngyv artsbowhereeppy al . ,
for performance schemes have been successful lWSAeand in Australia, these have:

() been implemented with the support of teachers, and other stakeholders;

(i) rewarded group performance, rather than that of individual teachers;
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(i) used knowledge and skildl based or Afevi d
reward systems, which encourage teachers to engage in professional learning,
rewarding teachers who have fAsatisfied t
be fair,valid ri gorous and consistento (lngvars

69. Research conducted in industrialized countries where teachers receive rewards which
afford them a decent standard of living, demonstrates that salary is less important in
attracting, motivating and retang teachers than the intrinsic rewards of teaching,
altruistic motivations and teachersoé indiyv
professional development (Dinham and Scott, 1998; OECD, 2005). Salary does play a role
in societal perceptionsbout teaching and teacher status (Durbridge, 2007). In many
devel oping countries where teachersd sal ar |
the situation is more complex: although teachers are similarly attracted and motivated by
intrinsic and altruistic motivations, low salary levels do impact negatively on teacher
recruitment, retention and motivationigkhina and Ratteree, 2009; ILO aliNESCO,

2010; VSO, 2008) (see also 1.1 and 1.13). The focus of salary policies in developing
countriesshould thus be on paying teachers decent salaries to enable them to carry out
their vital social role, rather than rushing down the route of performance pay.

70 Teachersé6 motivations are complex and go f
to devebp professionally; recognition of their work and commitment; and the quality of
their relations with colleagues, students and parents. Salary policies need to take account of
this deeper understanding of what motivates good teaching (Eurydice, 2004: 40;
Durbridge, 2007: 58).

Box 26
Pause for reflection: Performance related rewards

1. Are teachersd salaries currently relate
been in the past? If so, what are/were the criteria and the nseaset@ment

2. In your opinion, have such schemes been of benefit in enhancing teacher attraction
motivation in your country and/or elsewhere?

3. Inyour opinion, are such schemes perceived as a) fair and b) effective by teachersciaetr o1
in your country and/or elsewhere?

4. What are/would be the advantages of performance related reward schemes in your
are/would be the risks? How could the risks be overcome or minimized?

5. What would be the most appropriate aneeffagtof rewarding teacher work and commitm
improving teacher motivation in your country?

5.5. Teachers in rural, remote and disadvantaged
urban areas

71. The challenges of recruiting and retaining teachers in rural, remote and disadvantaged
areasare treated at some length in modules 1 and 2. Policies to attract and retain teachers
in these areas need to be coherent, compatible and integrated with other education system
policies, including rewards policies. Where material and non material inceatigeused,
to be effective these need to be integrated with one another and with other HRM and CPD
policies to form a coherent strategy.
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5.5.1. Material incentives/bonuses for
rural and disadvantaged areas

72,

73.

74.

75.

76.

The ILO/UNESCO Recommendation calfor special povisions for teachers in rural and
remote areas, including hardship allowances, which should be taken intantaéoop
pension purposes,1966: paragraphl13); housiag provision or subsidies1966:
paragrapiLl1l2); and removal and travel expens&866: paagraphll1l). Research in
Mozambique has shown that inadequate housing and transport contributed substantially to
the difficulties experienced by teachers deployed in remote areas and to problems of
teacher retention and motivation in those areas (VSQ8)200e provision of good quality
housing with running water and electricity has been found to be a cost effective way of
attracting and retaining teachers at hard to staff rural schools (UNESCO FMA GMR,
2007). Even if not always sufficient as the only medo reaching this objective, safe
housing provision is particularly important to encourage female teachers to locate in rural
areas (Mulkeen and Chen, 2008).

Provision for accelerated leave and for priority or enhanced medical care also constitute
significant incentives in certain contexts, since the distance from family and from facilities
such as health structures are amongst the factors which make remote deployments
unattractive to many teachers (VSO, 2008).

Where salary incentives are provided, cosfeducation authorities may consider
different incentive levels, and desighsuch as increasing the incentive for every year the
individual stays in the remote school. Incentives need to be substantial enough to be
attractive in the first place, panilarly for qualified teachers and in relation to other
income generating opportunities in urban areas, such as the opportunity to teach double
shifts, undertake extra coaching or teach in private schools. The hardship allowance in
Lesotho is estimated teb t he equi val ent of 31 per cent

(

sal ary, but it barely represents 6 per cent

relation to other costs and the deferred benefits of an urban posting, is not considered
attractve enough. A larger hardship allowance in relation to base payUganda and
Zambia, it represents 15 per cent and 20 per cent of salary respeictimaly still not be
considered attractive (UNESCO BREDA Pole de Dakar. 2009; Mulkeen and
Chen,2008).Whee substantial in relation to net salary, clearly defined and targeted,
material incentives have been reported to have considerable effect in attracting teachers to
rural and remote areas. The Gambia has tested a progressive financial incentive system,
basel on distance from the main road as the main indicator, with the bonus higher in
relation to the remoteness of the school, varying from 30 to 40 per cent of basic salary.
Initial results when introduced suggested an increase in demands from qualifiedgdéach

work in the remotest areas, and a survey of teacher trainees showed that one quarter of
them would be ready to accept a posting in areas offering a hardship allowance and 95 per
cent of them would accept such an assignment if offered upon compbétibair initial

training (World Bank, cited in UNESCO BREDA Pole dekBg2009: 152).

Another effective incentive in countries with higher charges for post secondary training, is
to offer scholarships for individuals to enter teacher training in exyehtor a commitment

to work for a fixed number of years, for example three and a half, in rural or isolated
schools. These programmes work much better if the post secondary training costs are
covered by the state rather than provided as a loan forgiveroeggamme.

Although acknowledged as an additional barrier to individuals accepting posts and
performing effectively in remote and rural areas, few countries or education authorities
offer transport facilities, subsidies or allowances to address thess.i3dwee challenges

posed by transport constraints, and suggestions from teachers and stakeholders to resolve
them are set out in box 27.
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Box 27
Transport in rural areas of Mozambidpsetes raised by teachers and other stakeholders

Access to transport is a major concern for many teachers, particularly in rural areas. Not
transport exacerbates the problems of remote rural postings. Many teachers live a certain d
schools and have to get to work grtheyacan, whether by collective minibus taxi or by hitching
passing vehicle. Even if they live in or near the remote school, the lack of transport preven
going into town. In remote country areas, poor roads and tnvitetsgmrblmake the distances g
even greater. Living in remote areas without transport means teachers and their families often
access to medical care. Lack of transport compounds the difficulty of dealing with administi
and is also an impediment to rural teachers continuing with their education at night school.

Solutions suggested by teachers and other stakeholders

Yy Provide transport for teachers, either by laying on busses and collective minibus taxis
teachers to buy their own vehicles or motorbikes.

Yy Give teachers access to credit so they can invest in motorbikes or bicycles.

Yy Encourage teachers to club together to buy motorbikes, which are either shared or are
member of the syndidatieirn.

Source: VSO, 2008.

5.5.2. Non-material incentives for rural and
disadvantaged areas

77. In addition to the material incentives discussed in 5.5.1, non material incentives may
promote attraction and retention of teachers in rural and disadvantsigas. These
include offering enhanced opportunities for continuing professional development or study
leave, in exchange for a commitment to work in a rural or remote school for a specified
period (see 2.6.2); enhanced opportunities for promotion (box &®&)ortunities for
networking with teachers from other remote schools and personal leave considerations
(see2.6.1).

Box 28
Incentives for rural teachers: What wérRest practices from
the Global Monitoring Report 2007

Strategies which have been stwobm effective in filling posts in rural and remote areas inc
attractive career structures for primary school teachers, with regular promotions based on cle
transparent performance related criteria. Teachers who wosktadtf hanal szhools can, for exampl
given accelerated promotion and/or preferential access to professional development opportun

Source: UNESCO, EFA GMR , 2007.

78. One way of realizing the resources to fund these and other incentives is & setidol
funding so as to free up resources to provide incentives in rural and isolated schools. Many
countries resource schools through staffing formulas which allocate a similar number of
teachers to schools of similar size. The country then pays thal aeacher salary. But
because many rural schools have less experienced or qualified teachers, the cost per pupil
supporting this staffing approach ends up providing more funding per pupil to urban
schools and less to rural schools. If the educatioresystoved to fund schools on a per
pupi |l basis and charged each school t he ~fae
teacher salary across the system, then rural schools with less experienced teachers would
have additional funds that could be used both ongoing professional development
programmes and networking activities or other material or non material incentives to
attract teachers to work in rural schools.
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Box 29
Pause for reflection: Incentives for rural and disadvantaged areas

1. Doesyour country/education authority experience difficulties in attracting and/or retaini
remote, rural or disadvantaged regions or schools? If so, what are the main factorg
difficulties?

2. If so, what policies have been intradutgdind improve this situation? Have they been effg
your opinion, why is this? How could they be improved?

How else could teachers be motivated to teach and stay in such schools?

4. Do you know of policies in other countries or seletoos Mtienefit your own?

5.6. Salary management

79. Especially in some developing countries, inefficient salary management can sap precious
education funds through the process of payi
records are not up to dabe are deliberately manipulated as part of corrupt management
practices. Poor salary administration in the form of non or late payment, particularly in
emergency situations and fragile states, or overly centralized payment procedures such as
requirementsdr teachers/staff to collect salaries from district offices in rural areas where
transport is poor also provoke discontent, low morale and are frequent cause for teacher
absenteeism (ILO and UNESCO, 2010: 15, 26; UNESCO EFA GMR, 2008). A trip from a
rural or remote area school to a payment centre may take two to three days in some areas
where teachers have no reliable means of transport; their absence often means the
cancellation of classes where replacement teachers areximbent (Mulkeen and
Chen,2008.

80. More efficient salary administration can be obtained through a workable and up to date
EMIS/TMIS (see 1.1.2) (or periodic audits or site visits) that regularly cleans payrolls of
staff who have left service and maintains safeguards against corruptgeatsociated
with Aghosto teachers/staff particularly at

81. Efficiency in salary administration can be crucial to efficiency gains in teaching instruction
time, increased morale and commitment. Where possible, alternative forpas/raént
through bank accounts in rural areas or, as in Kenya, registering teacher salaries through
mobile phones, a practice under consideration in other countries with limited banking
systems but extensive mobile phone coverage and interest to coklalimyrgbhone
operators (UNESCO, 2010; UNESCO BREDA Pole de Dakar, 2009). Innovations of this
type need to be established taking account of the difficulties of logistics and transport in
rural and remote areas.
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