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FOREWORD

The identity of a 21% century teacher is rapidly changing. Teachers are faced with a pressing
challenge of preparing learners adequately with skills and knowledge for them to be active and
contributing citizens of a Fourth Industrial Revolution. In the South African context, issues of a
developmental state, scarcity of skills, and fiscal constraints contemporise an identity and
practice, yet require innovative, high quality, and advanced knowledge workers, who are capable
of mediating teaching, and stimulating learning within changing environments. In this regard,
learners must look up to their teachers and see them as active lifelong learners.

| am pleased that we have participated in the 2018 Teaching and Learning International Survey
(TALIS). As the only participant from the African Continent in this global study coordinated by
the Organisation for Economic Cooperation and Development (OECD), we have once again
positioned our country as a learning system, eager and willing to measure our capabilities among the best in the world.
We do so, knowing that many of the countries of the world, have far more robust and advanced education settings; but
we are committed towards building an excellent education system that stands up to high international benchmarks and

standards.

In this regard, TALIS aims to provide valid, timely and comparable information to help countries review and define
policies for developing a high-quality teaching profession. The study provides an opportunity for teachers and school
leaders to provide input into educational policy analysis and development in key areas. In South Africa, 2 046 lower
secondary teachers and 169 principals completed the TALIS questionnaires.

Teachers are frontline actors in improving learning outcomes. While we recognise and appreciate that we are a “system
on the rise”, we are cognisant of work that needs to be done in addressing early learning gaps on reading comprehension
and functional numeracy. Equipping the teacher with adequate knowledge and skills to deal comprehensively with these
foundational hallmarks of learning must become the priority of an integrated teacher recruitment and retainment strategy
from initial teacher education to continuous professional development. TALIS reminds us that many of our teachers
have a high self-efficacy and are motivated by an intrinsic need to influence learners’ development and contribute to
society. Education policy must therefore encourage teacher growth, inspire and enable innovation, identify and share
best practice to reduce perceived gaps between professional vison and pedagogical practice.

Given the important role our teachers and principals play, our education systems must take greater interest in the
professional views of teachers as experts on teaching and learning. Surveys, such as TALIS, which foreground the
teacher perspective on their working conditions, professional knowledge, instructional quality, and the changing
landscape will strengthen our efforts to re-engineer the education system to achieve the best possible outcomes.

In this Country Report critical information is provided on the socio-demographics of our teaching profession, their
instructional practices of teachers, their levels of preparation and development, teaching in a diverse classroom, and
teaching in a multicultural or multilingual settings. Teacher interests, beliefs, motivations and fears often go under the
radar, and if not considered, can lead to tensions and policy discord, which can undermine education reform and the
best intentions of our government.

“Where teachers are not engaged in the design or change, they will rarely help with the implementation of change”
(OECD, 2019).

Programmatic determinations on the Integrated Quality Management System (IQMS), Quality Learning and Teaching
Campaign (QLTC), Professional Learning Communities, and the development of professional standards for teachers
and principals are an effort to build a shared understanding and collective ownership.

As we are moving swiftly into the 6" Administration, we want to realise the elements of a ‘new dawn’ for teachers
underpinned by a merger of collaboration and accountability within an enabling policy climate.
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The findings of TALIS, as articulated in this Report, must be shared widely in the Basic Education Sector. | therefore
invite all education stakeholders and the broader South African nation to view the results with a sense of ownership and
involvement to support the projects, programmes and efforts of the Department of Basic Education, in our mission to
deliver quality basic education to all learners.

“Teachers are our greatest public servants; they spend their lives educating our young people and shaping our nation
for tomorrow” (Solomon Ortiz).

ereerqty

Mrs M A Motshekga

Minister of Basic Education
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Introduction

Chapter 1:
Introduction

1.1 What is TALIS?

The OECD Teaching and Learning International Survey (TALIS), is an international large-scale survey of teachers,
principals and the learning environment in schools. TALIS uses questionnaires administered to teachers and their
principals to gather rich data on critical factors affecting them. Its main goal is to generate internationally comparable
information relevant to developing and implementing policies focused on principals, teachers and teaching with an
emphasis on those aspects that affect learners. A unique feature of the study is that it affords teachers and principals a
voice on educational policy analysis and development in key areas.

Teachers and principals are seen as frontline actors in rapidly changing education contexts, so it is important for them
to share their opinions and input on policy matters and interventions affecting them.

The overall objective of TALIS is to provide robust international indicators and policy-relevant analysis on teachers and
teaching in a timely and cost-effective manner. More specifically, TALIS must serve the goals of three main beneficiaries:
policy makers, education practioners and researchers. First, it must help policy makers review and develop policies
that promote the teaching profession and the best conditions for effective teaching and learning. Secondly, TALIS must
also help teachers, principals, and education stakeholders to reflect upon and discuss their practice and find ways to
enhance it. Thirdly, TALIS must build upon past research while informing the future work of researchers.

The TALIS study is a collaboration between participating countries and economies, the OECD, an international research
consortium, teachers’ unions and the European Commission. The first cycle of TALIS was conducted in 2008 and the
second one was in 2013. The 2008 survey focused on lower secondary education and involved 24 countries. During
first survey in 2008 school leaders in approximately one third of the participating schools reported a shortage of qualified
well-performing teachers hindered the schools’ capacity to provide quality education. Teachers also indicated they
needed more training in information and communication technology (ICT), special needs education, and teaching in
diverse settings.

In the 2013 survey, the 34 countries that participated found that professionals whose initial education included content,
pedagogy and practice elements specifically for the subjects that they teach felt better prepared for their work than
the teachers without this kind of training. This was relevant information for systems of initial teacher preparation in all
countries. The third round of TALIS in 2018 was the largest research study on teachers involving 260 000 teachers from
15 000 schools representing almost 8 million teachers.

In the 2018 survey, South Africa, was the only country from the African continent from the 48 countries that participated
in the study. Following the completion of the questionnaire data, South Africa also participated in the international TALIS
Video Study. Teachers and principals were interviewed about teaching and learning conditions to improve teaching
methodology in the classroom. The OECD and the DBE will use these videos collected in participating countries to
illustrate findings from the TALIS survey, and feature teachers and school principals from around the world speaking
about concrete aspects of their work. The study will significantly add to research data of the international benchmark
studies (TIMSS, PIRLS, and SEACMEQ) and Systemic Evaluations conducted in South Africa, The findings of the study
are presented in this Report.
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Introduction
1.2 Notes for the Reader

Country coverage

This Report features results on teachers and schools principals working in schools providing lower secondary education
(ISCED Level 2) in 48 countries and economies as well as in 1 sub-national entity (the Flemish Community of Belgium)
that opted for its data to be adjudicated. In tables, countries and economies are ranked in alphabetical order. Countries
that have not met TALIS standard participation rates are placed at the bottom of the tables.

Classification of levels of education

The classification of levels of education is based on the International Standard Classification of Education (ISCED).
ISCED is an instrument for compiling statistics on education internationally. ISCED-97 was recently revised, and the
new International Standard Classification of Education (ISCED 2011) was formally adopted in November 2011 and is
now the basis of the levels presented in this publication. It distinguishes among eight levels of education:

- Early childhood education (ISCED level 0)

- Primary education (ISCED level 1)

- Lower secondary education (ISCED level 2)

- Upper secondary education (ISCED level 3) - Below NSC/Matric

- Post-secondary non-tertiary level of education (ISCED level 4) - NSC/Matric

- Short-cycle tertiary education (ISCED level 5) - National Diploma (3 years)

- Bachelor’s or equivalent level (ISCED level 6) - Degree

- Master’s or equivalent level (ISCED level 7) — (Honours)/ Masters

- Doctoral or equivalent level (ISCED level 8). — Doctorate
In the South African context ...
Reporting teacher data

The report uses “teachers” as shorthand for the TALIS target population of lower secondary teachers. TALIS covers
teachers who, as part of their regular duties in a target school, provide instruction in programmes at the ISCED 2 level
(lower secondary education). “Primary teachers” refer to teachers providing instruction in programmes at the ISCED 1
level. “Upper secondary teachers” refer to teachers providing instruction in programmes at the ISCED 3 level.

Reporting principal data

The report uses “principals” and “school leaders” as equivalent shorthand for the TALIS target population of lower
secondary principals. School principals provided information on their schools’ characteristics and their own work and
working conditions by completing a principal questionnaire. Where responses from school principals are presented in
this publication, they are usually weighted so that they are proportionate to the number of teachers providing instruction
at a given ISCED level in the school. In some cases, principal responses are treated as attributes of the teachers’
personal working conditions. In such cases, principal answers are analysed at the teacher level and weighted by the
teacher weights.

International averages

The OECD and TALIS averages correspond to the arithmetic mean of the respective country estimates. They are
calculated for most indicators based on the main survey data (ISCED 2 level) presented in this report. The European
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Introduction

Union average, called “EU total”, takes the European Union Member States as a single entity, to which each country
contributes in proportion of the estimated size of the population. It can be used to assess how a country compares with
the European Union as a whole.

The system-level estimates of countries that have not met the TALIS standards participation rates are excluded from
the international averages. This is the case for the estimates based on the responses of lower secondary principals in
Australia.

In the case of some countries, data may not be available for specific indicators, or specific categories may not apply.
Readers should, therefore, keep in mind that the terms “OECD average”, “TALIS average” and “EU total” refer to the
countries included in the respective averages. Each of these averages may not be necessarily consistent across all
columns of a table.

The number of countries or economies included in an international average is indicated next to that average:
For example,

OECD average-31: arithmetic average based on ISCED 2 teacher data across 31 OECD countries and economies with
adjudicated data. The report refers to the average teacher “across the OECD” as equivalent shorthand for the average
teacher “across the 31 OECD countries and economies participating in TALIS”.

TALIS average-48: arithmetic average based on ISCED 2 teacher data across 48 TALIS 2018 countries and economies
with adjudicated data.

Data underlying the figures
Four symbols are used to denote non-reported estimates:

“a”: The question was not administered in the country because it is optional or it is part of a questionnaire from a TALIS
cycle the country has not participated in. Data are, therefore, missing.

“c”: There are too few or no observations to ensure the confidentiality of respondents and/or to provide reliable estimates
(i.e. there are fewer than 10 schools and/or 30 teachers; and/or there are more than 50% of item non-response).

“‘m”: These data were collected but subsequently removed for technical reasons as part of the data checking process
(e.g. translation issue).

p”: These data were collected but subsequently removed for technical reasons as part of the data adjudication process
(e.g. because of low participation rate).

“w”: Data have been withdrawn or have not been collected at the request of the country concerned.
Rounding figures

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

All standard errors in this publication have been rounded to one or two decimal places. Where the value 0.0 or 0.00 is
shown, this does not imply that the standard error is zero, but that it is smaller than 0.05 or 0.005, respectively.

Focusing on statistically significant differences

This volume only comments on statistically significant differences or changes. These are denoted in darker colours
in figures and in bold font in tables. See Annex B for further information.
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Introduction

Abbreviations

ISCED International Standard Classification of Education
Dif. Point difference

% dif. Percentage-point difference

ICC Intra-class correlation coefficient

ICT Information and Communications Technology
S.D. Standard deviation

S.E. Standard error

Further technical documentation

For further information on the TALIS instruments and the methods used in TALIS, see the TALIS 2018 Technical Report
(OECD, forthcoming).

The OECD has also provided a StatLinks service that provides tables and data mentioned in this Report.
Structure of the Report

In this Report, Chapter 1 provides the reader with an introduction to TALIS and a reader’s guide with descriptive noted.
In Chapter 2, a summary of the key findings for South Africa from TALIS 2018 is presented. Chapter 3 provides details
the implications for policy that can be extracted from the third round of TALIS. Chapters 4 and 5 look at how teachers and
principals continuously adjust their practices to changing times and how they best support students in the development
up-to-date cognitive and socio-emotional skills in our changing world. The last two chapters of this volume examine how
initial training (Chapter 6) and continuous professional development (Chapter 7) could enhance the knowledge base
dimension of teachers’ and school leaders’ professionalism to drive the success of teaching and learning. A conclusion
is presented in Chapter 8.

N
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SOUTH AFRICA — Summary of Key Findings

Chapter 2:
SOUTH AFRICA - Summary of Key Findings

The OECD Teaching and Learning International Survey (TALIS) is an international, large-scale survey of teachers,
school leaders and the learning environment in schools. This chapter presents findings based on the reports of

lower secondary teachers and their school leaders in mainstream public and private schools in South Africa.

¥ REPUBLIC OF SOUTH AFRIC,

‘
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2.1

SOUTH AFRICA — Summary of Key Findings
Who are today’s principals and teachers and the students in their classrooms?

Teaching was the first-choice career for 49% of teachers in South Africa, which is the lowest share of teachers
among all countries and economies participating in TALIS (OECD average 67%). In terms of why they joined the
profession, at least 97% of teachers in South Africa cite the opportunity to influence children’s development or
contribute to society as a major motivation. Fewer but still many teachers considered the economic characteristics
and the working conditions of the profession as important motivating factors to join the profession, in particular the
fact that teaching offered a steady career path (rated as important by 90% of teachers in South Africa, compared
to 61% on average in the OECD).

Figure 1. Socio-demographic and experience profiles of teachers and school leaders
Results based on responses of lower secondary teachers and principals

@ South Africa () OECD average () Other country/economy

% years
100 30
90
80 O 25 A
Q @
70 ! (4
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40 —~
@

>
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: S

10 O
Percentage of Percentage of Percentage of Percentage of Teachers' years of Principals' years
female teachers  female principals  teachers age 50 principals age 60 work experience of work experience
and above and above (as a teacher) (as a principal)

Note: Only countries and economies with available data are shown.

Source: OECD, TALIS 2018 Database, Tables 1.3.17, 1.3.21, 1.3.1, 1.3.5, 1.3.9 and 1.3.13.

2.

In South Africa, teachers are, on average, 43 years old, which is lower than the average age of teachers across
OECD countries and economies participating in TALIS (44 years old). Furthermore, 32% of teachers in South
Africa are aged 50 and above (OECD average 34%). This means that South Africa will have to renew about one
out of three members of its teaching workforce over the next decade or so, under the assumption that all other
parameters remain constant.

In South Africa, principals are, on average, 51 years old, which is lower than the average age of principals across
OECD countries and economies participating in TALIS (52 years old). Furthermore, 6% of principals in South
Africa are aged 60 and above, compared to 20% on average across the OECD.

Information about the gender distribution of the teacher and principal workforces makes it possible to gauge the
degree of gender imbalance in the teaching profession and of gender disparities in the scope for promotion to
leadership positions. In South Africa, only 22% of principals are women, compared to 60% of teachers. This can
be benchmarked against the OECD averages of 47% of women among school leaders and 68% among teachers.
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SOUTH AFRICA — Summary of Key Findings

5.

2.2

10.

11.

12.
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In terms of classroom environments, relations between students and teachers are positive overall, with 85% of
teachers in South Africa agreeing that students and teachers usually get on well with each other. And 82% of
teachers report that they can rely on each other, which is lower than the average across OECD countries and
economies participating in TALIS (87%).

Among all countries and economies participating in TALIS, South Africa is the country where school safety
incidents occur the most frequently and under several different forms, according to school leaders. One out of
three principals (34%) report that acts of intimidation or bullying among their students occur at least weekly in
their school, which is more than double the OECD average (14%). In addition, about one out of four principals
report weekly incidents relative to the use or possession of drugs and/or alcohol at school (South Africa 27%;
OECD average 1%) and vandalism and theft (South Africa 21%; OECD average 3%), which are comparatively
very infrequent in other countries.

In addition to frequent safety problems, school principals in South Africa report significant material resource
shortages hindering the school’s capacity to provide quality instruction. The two most frequently reported shortages
by school principals’ concern library materials (70% so report; OECD average 16%) and digital technology for
instruction (65%; OECD average 25%). In addition, two other important resource shortages are reported quite
frequently: 56% of principals report a shortage of physical infrastructure (OECD average 26%) and 60% report a
shortage of support personnel (OECD average 33%).

In South Africa, many schools are particularly diverse with regard to students’ linguistic background: 60% of
teachers work in schools with more than 10% of students whose first language is not the language of instruction
(OECD average 21%). In contrast, in South Africa, 11% of teachers work in schools where at least 10% of the
students have a migrant background (OECD average 17%). At the same time, 91% of school leaders report that
their teachers believe that children and young people should learn that people of different cultures have a lot in
common (OECD average 95%).

In addition, 71% of teachers work in schools with over 30% of socio-economically disadvantaged students,
according to principals, which is a lot higher than the OECD average of 20%. This pattern signals high levels of
poverty and/or inequality in the country.

What practices are teachers using in the classroom?

Among the range of instructional practices, TALIS asks teachers about, those aimed at clarity of instruction are
widely applied in South Africa, as well as across the OECD countries and economies participating in TALIS.
For instance, 87% of teachers report frequently explaining how new and old topics are related (OECD average
84%). Yet, classroom management practices are more common in South Africa, with 84% of teachers reporting
frequently calming students who are disruptive (OECD average 65%).

Practices involving student cognitive activation, which are known to be important for student learning, are less
widespread, with about half of teachers using these methods across the OECD. Specifically, in South Africa,
54% of teachers report frequently asking students to decide on their own procedures for solving complex tasks,
compared to 45% on average across the OECD.

During a typical lesson, teachers spend 66% of classroom time on actual teaching and learning, on average in
South Africa, which is lower than the OECD average of 78%. Actual teaching and learning time is lower in schools
with high concentrations of students from socio-economically disadvantaged homes compared to schools with
low concentrations. In South Africa, the difference amounts to 6 percentage points the equivalent of more than 3
minutes of actual teaching and learning per 60-minute hour.
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In South Africa, 86% of teachers routinely assess their students’ progress by observing them and providing
immediate feedback (OECD average 79%), at the same time 83% of teachers report administering their own
assessments to their students (OECD average 77%) and 52% of teachers frequently let students evaluate their
own progress (OECD average 41%).

Overall, a vast majority of teachers and school leaders view their colleagues as open to change and their schools
as places that have the capacity to adopt innovative practices. In South Africa, 76% of teachers also report that
they and their colleagues support each other in implementing new ideas. This is not significantly different from the
average share across the OECD countries and economies participating in TALIS (78%).

How are teachers and school leaders prepared for their roles?

Teachers’ typical educational attainment is higher than that of the general adult population in South Africa, but
lower than in any other country or economy participating in TALIS. More than one out of two teachers (56%) have
completed a short-cycle tertiary programme (OECD average 3%), while one out of four teachers in South Africa
have not completed any tertiary education (South Africa 24% and OECD average 2%). However, about one out of
five teachers have a Bachelor’s (18%), Master’s or (2%) or a doctoral or equivalent qualification (less than 1%).

During their initial education and training, 81% of teachers in South Africa were instructed on subject content,
pedagogy and classroom practice — a share that is not significantly different from the average of OECD countries
and economies participating in TALIS (79%). In South Africa, 69% of teachers report having participated in some
kind of formal or informal induction when they joined their current school, compared to 42% of teachers across
OECD countries and economies participating in TALIS.

While school principals across the OECD generally consider mentoring to be important for teachers’ work and
students’ performance, 22% of novice teachers (with up to 5 years of experience) have an assigned mentor. In
South Africa, this share amounts to 50%.

On average across the OECD, school leaders usually have a higher level of educational attainment than teachers.
However, only half of them complete a training course or programme for principals at least once before taking
up their position as principal. In South Africa, 52% of school leaders have completed a programme or course in
school administration or training for principals (OECD average 54%), and 54% have completed an instructional
leadership training programme or course (OECD average 54%), before taking up their position as principal.

N
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Figure 2. Initial and continuous training

Results based on responses of lower secondary teachers and principals
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Source: OECD, TALIS 2018 Database, Tables 1.4.14, 1.4.28, 1.4.39, 1.4.64, 1.5.2 and 1.5.10.
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How do teachers and school leaders keep up-to-date in their profession?

Taking part in some kind of in-service training is commonplace among teachers and principals in South Africa,
with 91% of teachers (OECD average 94%) and 96% of principals (OECD average 99%) attending at least one
professional development activity in the year prior to the survey.

Attending courses and seminars is one of the most popular types of professional development for teachers across
the OECD. In South Africa, 71% of teachers participate in this kind of training (OECD average 76%). At the same
time 67% of teachers participate in training based on peer learning and coaching (OECD average 44%). It is
interesting to note that teachers, across the OECD, report that professional development based on collaboration
and collaborative approaches to teaching is among the most impactful for them.

Teachers in South Africa appear satisfied with the training they received, as 88% report that it had a positive
impact on their teaching practice, a share that is higher than the average of OECD countries and economies
participating in TALIS (82%). It is also true that teachers who report participating in such impactful training tend
to display higher levels of self-efficacy and job satisfaction. The association is particularly strong South Africa.

On average across the OECD, among those teachers reporting that their training had a positive impact, some
also reported that such impactful training tended to have four elements: 1) it built on the teacher’s prior knowledge
(91%); 2) it adapted to the teacher’s personal development needs (78%); 3) it had a coherent structure (76%); and
4) it focused on content needed to teach the teacher’s subjects (72%). South Africa is one of the TALIS countries
and economies with the highest share of teachers reporting these four content-related characteristics as part of
their impactful training.
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But some areas of professional development are still lacking, according to teachers. Across the OECD, developing
advanced ICT skills is one area in which teachers say that they need more training, along with teaching in
multicultural/multilingual settings and teaching students with special needs. Among these three areas, teachers
in South Africa expressed a particularly high need for training in teaching students with special needs (39%) and
in teaching in a multilingual and multicultural setting (20%).

Teaching students with diverse ability levels and needs

On average in South Africa, 29% of teachers work in classes with at least 10% of students with special needs
(i.e. those for whom a special learning need has been formally identified because they are mentally, physically,
or emotionally disadvantaged), which is not significantly different from the average of OECD countries and
economies participating in TALIS (27%).

In South Africa, 76% of teachers were trained to teach in mixed-ability settings as part of their formal teacher
education or training, while 67% of teachers on average felt prepared to teach in such settings when they finished
their studies.

Furthermore, although 34% of teachers on average participated in professional development activities including
teaching students with special needs in the 12 months prior to the survey, training in teaching special needs
students is the professional development topic with the highest percentage of teachers reporting a high need for
it — 39% in South Africa (compared to 22% across the OECD).

On average in South Africa, 53% of school principals report that delivery of quality instruction in their school is
hindered by a shortage of teachers with competence in teaching students with special needs (compared to 32%
across the OECD).

Figure 3. A snapshot of teaching students with diverse ability levels and needs

Results based on responses of lower secondary teachers and principals
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Teaching in multicultural or multilingual settings

On average in South Africa, 62% of teachers work in classes with at least 10% of students whose first language
is different from the language of instruction, which is the highest share across OECD countries and economies
participating in TALIS (18%).

In South Africa, 75% of teachers were trained to teach in a multicultural or multilingual setting as part of their
formal teacher education or training, while 67% of teachers on average felt prepared to teach in such settings
when they finished their studies.

Furthermore, although 54% of teachers on average participated in professional development activities including
teaching in a multicultural or multilingual setting in the 12 months prior to the survey, training in teaching in a
multicultural or multilingual setting is the second professional development topic with the highest percentage of
teachers reporting a high need for it — 20% in South Africa (compared to 15% across the OECD).

However, on average in South Africa, 81% of teachers feel they can cope with the challenges of a multicultural
classroom “quite a bit” or “a lot” in teaching a culturally diverse class (compared to 67% across the OECD).

Figure 4. A snapshot of teaching in multicultural or multilingual settings
Results based on responses of lower secondary teachers and principals
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Key features of TALIS 2018

TALIS uses questionnaires administered to teachers and their school principals to gather data. Its main goal is
to generate internationally comparable information relevant to developing and implementing policies focused
on school leaders, teachers and teaching, with an emphasis on those aspects that affect student learning. It
gives a voice to teachers and school leaders, allowing them to provide input into educational policy analysis and
development in key areas.

First, TALIS helps policy makers to review and develop policies that promote the teaching profession and the
best conditions for effective teaching and learning. Second, TALIS helps teachers, school leaders, and education
stakeholders to reflect upon and discuss their practice and find ways to enhance it. Third, TALIS builds upon past
research, while informing the future work of researchers.

Nine main themes were selected for inclusion in the TALIS 2018 survey: teachers’ instructional practices; school
leadership; teachers’ professional practices; teacher education and initial preparation; teacher feedback and
development; school climate; job satisfaction; teacher human resource issues and stakeholder relations; and
teacher selfefficacy. Two cross-cutting themes were added to this list: innovation; and equity and diversity.

The international target population for TALIS is composed of lower secondary teachers and their school leaders in
mainstream public and private schools. TALIS 2018 offered three additional options: 15 countries and economies
also surveyed teachers and school leaders in their primary schools (ISCED level 1), 11 countries and economies
did so in their upper secondary schools (ISCED level 3) and 9 countries and economies conducted the survey in
schools that participated in the 2018 OECD Programme for International Student Assessment (PISA).

In each country, a representative sample of 4 000 teachers and their school principals from 200 schools was
randomly selected for the study. Across all survey components, approximatively 260 000 teachers responded to
the survey, representing more than 8 million teachers in 48 participating countries and economies. In South Africa,
2 046 lower secondary teachers and 169 principals completed the TALIS questionnaires.

TALIS 2018 findings will be released in two volumes. The first volume, Teachers and School Leaders as Lifelong
Learners, published on 19 June 2019, explores the knowledge and skills dimension of teachers and school
leaders’ professionalism. The second volume, Teachers and School Leaders as Valued Professionals, to be
published in early 2020, will focus on prestige, career opportunities, collaborative culture and responsibility and
autonomy.

Notes

This chapter is published under the responsibility of the Secretary-General of the OECD. The opinions expressed and arguments

employed herein do not necessarily reflect the official views of OECD member countries.

This document, as well as any data and any map included herein, are without prejudice to the status of or sovereignty over any

territory, to the delimitation of international frontiers and boundaries and to the name of any territory, city or area.
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Chapter 3:
What TALIS 2018 Implies for Policy

This chapter introduces the theoretical framework of the TALIS 2018 Results report,
presents the main findings from the first volume and provides related policy pointers.
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Professionalism of teachers and school leaders

Teachers and school leaders are at the centre of any attempt to improve the quality of education. Decades of
research have found that teachers and school leaders shape the quality of instruction, which strongly affects
students’ learning and outcomes (Barber and Mourshed, 2009,,; Darling-Hammond, 2017 ,; OECD, 2018[3]). As a
result, education systems have sought how to: 1) attract high-achieving candidates into the profession; 2) provide
quality initial and continuous training to new recruits and in-service teachers; 3) support teachers in the continuous
development of their craft and spread good practices and 4) foster job satisfaction and the status of the profession

with a view to retaining quality teachers and school leaders (OECD, 2005[4]).

The debates around attracting and developing teachers, improving their working conditions and supporting
instructional quality have increasingly become interwoven with discussions about the professional status of
teachers and school leaders (Darling-Hammond, 2017[2]). Often, the concept of professionalism is confused with
the notion of the status of an occupation, in particular its position within a hierarchy of occupations. For example,
in many national contexts, teaching is perceived to have lower status and prestige than other occupations that are
equally relevant for the functioning and reproduction of society, such as medicine, law and engineering (Guerriero,

2017,).

Beyond the notion of status, professionalism refers to the concrete actions taken to make an occupation as
distinctive as possible by defining a unique set of knowledge and skills that can only be performed by those who
have been trained for it (Guerriero, 2017[6]). From a historical perspective, professionalism has touched on expert
judgement and autonomous decision-making, construction of a specialised body of knowledge and skills, and
the collegial nature of a professional community regulated by clear standards (Evans, 2008[7]). Professionalism
consists of a series of attributes that not only regulate the aims and actions of a particular profession, but also
define what should be expected of all individuals belonging to it. These attributes stand as the basis for the status,

recognition and accountability of the teaching profession (Guerriero, 2017[6]).

The professionalism of teaching has been largely discussed in past research (Ingersoll and Merrill, 2011_;

8y’
Price and Weatherby, 2018[9]; Rowan, 1994[10]) and in OECD publications (Guerriero, 2017.; OECD, 2016
Schleicher, 2018

o0 (y
[12]), with each study offering a slightly nuanced concept of the dimensions of teaching as a

profession. Over the years, the debates about professionalism have examined a number of key attributes that
characterise teachers or school leaders as professionals: 1) individual and collective mastery of a core knowledge
base; 2) development and use of specific skills; 3) applying expert judgement in their everyday settings; 4) having
autonomy to make decisions; 5) quality initial and continuous training; 6) collegial work with other members of the
profession; 7) self-regulation of a collegial body based on standards; 8) ethical dimension underpinned by a sense
of public service and social responsibility; and 9) prestige and status of the profession, which mainly derives from
the existence of the other attributes.

The demands on teachers and school leaders are high and growing. Teachers are expected to have a deep
and broad understanding of what they teach and the students they teach, an understanding of the research-
theory-practice nexus and the inquiry and research skills that allow them to become lifelong learners and
grow in their profession. But, teachers today are increasingly expected to perform additional tasks, such as
facilitating the development of students’ non-cognitive skills, responding to students’ individual differences and
working collaboratively with other teachers and parents to ensure the holistic development of their students. The
demands on school leaders are also mounting. School leaders are not only expected to lead the administration
and management of their school but also to create conditions that lead to improved teaching and learning, such
as developing school improvement plans, encouraging teachers’ collaboration and participation in effective
professional development, counselling students and parents about student progress and student orientation, and
connecting the school to a larger network of schools and to the local community.
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To build professional profiles of teachers and school leaders able to respond to these challenges and demands,
it is imperative that countries and economies engage in a systematic collection of empirical evidence on the key
dimensions and indicators of the professionalism of teachers and school leaders in their education systems.
Policy decisions based on empirical research evidence are among the greatest attributes of highly successful
education systems. To this end, the third cycle of the Teaching and Learning International Survey (TALIS 2018),
conducted by the OECD in 48 countries and economies, offers the opportunity for teachers and school leaders
to provide input into education analysis and policy development. Cross-country analysis of TALIS 2018 data
allows countries to identify other education systems that face similar challenges and to learn from other policy
approaches.

TALIS defines teachers as those who, as part of their regular duties in a target school, provide instruction in
programmes at a given educational level. Target schools are defined as schools that comprise at least one
teacher. Principals are defined as heads of the target schools. In these definitions, active delivery of instruction
is considered the core and common element of the mission of schools and the work of teachers, both within
and across countries. Compared to the rich and animated debate on what defines the occupations of teachers
and school leaders, the definitions used in TALIS are extremely simple. Yet, through the breadth and depth
of indicators it collects on their profiles, practices and beliefs, training, working conditions, TALIS can strongly
contribute to the debate about teaching as a profession (Guerriero, 2017, Ingersoll and Merrill, 2011 ) and help
identify levers to enhance the degree of professionalism of teachers and school leaders worldwide.

[8]

The two-volume report on the results of the third cycle of TALIS aims to contribute to this debate by tackling the
“professionalism framework” through the indicators available in TALIS. Within the scope of TALIS, teaching can
be considered a profession underpinned by four pillars:

1. the dimension of the knowledge and skills base, which includes shared and specialised knowledge, as well
as standards for access to the profession and development of specific skills through pre-service training
and in-service professional development

2. the dimension of status and standing of the profession, captured through the ethical standards expected
from professional workers, the intellectual and professional fulfilment of the job, and the working regulations
applying to teaching, such as reward structures on par with professional standards and room for career
progression within the profession

3. the dimension of peer control, which relies upon self-regulated and collegial professional communities,
providing opportunities for collaboration and peer feedback to strengthen professional practices and the
collective identity of the profession

4, the dimension of responsibility and autonomy, which is captured through the degree of autonomy and
leadership that teachers and school leaders have in their daily work, both to make decisions and apply
expert judgement, and to inform policy development at all levels of the system so that professionalism can
flourish.

Using these four pillars, this report takes stock of existing classifications and has adapted and expanded them to
the new analytical potential of TALIS 2018 instruments.

Using TALIS 2018 data, the outcomes of teachers’ and school leaders’ professionalism can be measured through
indicators ranging from subjective factors (such as self-efficacy in various areas of teaching, needs for professional
development, job satisfaction, levels and sources of stress experienced in the job) to more fact-based factors
(such as teachers’ level of education, participation in professional development, type of work contract and rates
of absenteeism). Although TALIS collects information on both teachers and school leaders, its analyses offer
greater depth and a more complete picture for teachers than for school leaders. This is due to the larger sample
size for teachers, but also the TALIS mandate to focus on teachers’ working conditions, learning environments
and practices that can make a difference to support student learning.

N
26 ‘ k TEACHERS AND SCHOOL LEADERS: LIFELONG LEARNERS © OECD 2019 TALIS 2018 South Africa Country Report



What TALIS 2018 Implies for Policy

48.

49.

3.2

50.

51.

52.

TALIS 2018 South Africa Country Report TEACHERS AND SCHOOL LEADERS: LIFELONG LEARNERS © OECD 2019 27 ‘ >‘

The first volume of the TALIS 2018 report, Teachers and School Leaders: Lifelong Learners, focuses on the first
pillar of professionalism for teachers and school leaders: the dimension of knowledge and skills in their work.
Any profession needs to have a specialised set of knowledge and skills that makes it distinctive and from which
practitioners draw their legitimacy and prestige. As the building of knowledge and skills draws on both training
and experience, the volume examines the extent to which the landscape of teaching has changed since the 2008
and 2013 cycles of TALIS in terms of the profiles of teachers and school leaders, the profiles of students, and
the climate in schools and classrooms. This first volume shows how, throughout initial training and continuous
professional development, teachers and school principals refine and adjust their practice and develop their
knowledge and skills to help students develop the cognitive and socio-emotional skills and academic knowledge
needed in today’s changing world. Among other issues, it explores the links between the content and features of
initial education and continuous professional development activities and individuals’ feelings of preparedness for
the job, self-efficacy and job satisfaction. These analyses help to determine to what extent a strong knowledge
and skills base supports the work of teachers and school leaders, as well as how and in what areas teachers and
school leaders can develop further. The volume also examines teachers’ and school leaders’ perspectives on
school resources issues and priority areas for intervention and additional spending, to give them a voice on those
issues as an important first step towards greater leadership and regulation by the profession.

In a context where maintaining and/or upgrading the status of the profession is crucial for recruiting and retaining
skilled and committed workers, the second volume, Teachers and School Leaders: Valued Professionals (planned
for release in March 2020) will focus on the other three pillars of teachers’ and school leaders’ professionalism,
those related to the prestige and standing of the profession: room for career advancement; peer control through
self-regulated and collegial communities; and responsibility and autonomy. The volume will explore the attitudes of
teachers and school leaders towards the profession in general and their own jobs in particular. It will analyse links
between the economic characteristics and working conditions of teachers and school leaders, opportunities for
collaboration with colleagues, autonomy and leadership opportunities to empower teachers and school leaders.

TALIS 2018 results and policy pointers

This first volume of TALIS 2018 Results examines in depth whether teaching is becoming increasingly
professionalised, from the viewpoint of the knowledge and skills dimension of professionalism. It also aims to
identify the changes necessary to ensure greater professionalisation of teachers and school leaders.

Professional knowledge and skills are defined as the set of knowledge and skills that is used by a profession and
acknowledged through qualifications and membership. Teachers require advanced or graduate-level education
and specialised knowledge of subject matter, pedagogy and classroom management that is typically acquired
through participation in initial teacher-training programmes and continuous in-service teacher professional
development. Their knowledge and skills are manifested in the planning and implementation of teaching practices
in the classroom, along with other professional tasks in the school. As a result, the development of knowledge and

skills takes place across diverse stages of teachers’ and school leaders’ professional pathway (OECD, 2016 ,,).

Following the stages of the professional pathway of teachers and school leaders (OECD, 2019[14]), this section
presents the main policy pointers drawn from the TALIS findings presented in this volume. These policy
recommendations concern each of the four steps on the professional pathway: 1) attracting and retaining quality
teachers and school leaders; 2) supporting new teachers entering the workforce; 3) supporting the continuous
professional growth of teachers and school leaders throughout their careers and 4) promoting quality teaching
for every student.



What TALIS 2018 Implies for Policy

3.2.1 Attracting and retaining quality teachers and school leaders

3.2.1.1Aim: To build a motivated and efficient teacher and principal workforce through fulfilling working
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conditions

According to the OECD’s 2005 report, Teachers Matter: Attracting, Developing and Retaining Effective Teachers,
“If school systems are to ensure a quality teaching workforce, not only will they need to attract able people to
the teaching profession they will also need to retain and further develop the teachers currently employed in
schools.” (OECD, 2005, p. 170[15]). Education systems have the challenge of not only attracting and selecting
those displaying an adequate mastery of the knowledge and skills needed for the teaching profession, but also
of retaining the teachers and school leaders who have been able to further expand this knowledge, given their
experience and/or training.

Exploring individuals’ motivations to become teachers helps to shed light on the aspects of the job that make the
teaching profession attractive. For the first time, TALIS 2018 asks teachers how important certain factors were in
their motivation to become a teacher. The most important motivations reported by teachers pertain to a certain
sense of self-fulfilment through public service. Across the OECD, around 90% of in-service teachers consider the
opportunity to influence children’s development and contribute to society a major motivation to join the profession.
Furthermore, on average across the OECD, two out of three teachers reported that teaching was their first
choice as a career. However, the factors pertaining to the economic characteristics and working conditions of the
profession were reported less often: around 60% to 71% of teachers report that the financial package and working
conditions of the teaching profession were important to them, well below the share of teachers reporting social
utility motivations.

Interestingly, the share of teachers reporting that the financial package and working conditions of the teaching
profession were important motivations to them is higher in countries where teachers are highly valued in society
and their economic status is better than that of other professions. One possible explanation for this pattern could
be that in systems where the profession is highly valued, the economic characteristics and working conditions
of teachers are objectively better — making these aspects of the job more attractive to prospective candidates.
However, another explanation could be that when teachers perceive their profession as undervalued by society,
they are more apologetic and less likely to report personal utility motivations. Whichever explanation, this pattern
suggests that strengthening professionalism may initiate a virtuous cycle whereby enhanced professionalism
translates into better student outcomes, thereby raising the societal value of the profession and the economic
rewards of the job, which in turn act as a magnet to attract the next generation of quality candidates to the
profession.

In South Africa (see figure 3.1), around 81% of teachers consider the opportunity to influence children’s
development as a major motivation to join the teaching profession. Only 36% of teachers viewed the flexible hours
afforded to teachers and the security of the profession as of high importance to join the profession.
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Figure 3.1 Motivations of teachers

Motivation to become a teacher in South Africa
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OECD teacher policy reviews have shown that working conditions are crucial for the attractiveness of the teaching
profession and also for retaining quality teachers (OECD, 2005[15]). Furthermore, the issue of working conditions
is likely to become more important once teachers have been teaching for a while. With this in mind, TALIS wants
to learn directly from teachers how their working conditions and the teaching-learning nexus could be improved.
More specifically, for the first time, TALIS 2018 asks teachers what they think should be the priority areas for
intervention and additional spending in education, if the education budget were to increase. As frontline actors of
education systems, teachers are, indeed, particularly well positioned to report on resources issues that directly
affect their daily work. In this respect, two of the top four priorities identified by teachers are related to recruiting
more staff: either more teachers (“reducing class sizes by recruiting more staff” is rated “of high importance” by
65% of teachers across the OECD) or more support staff (“reducing teachers’ administration load by recruiting
more support staff” is rated “of high importance” by 55% of teachers), both with a view to helping teachers to focus
more on the core of their work: student learning. School leaders’ views are consistent with those of teachers.
They also strongly consider the “shortage of support personnel” and the “shortage of teachers with competence
in teaching students with special needs” to be the two main resource shortage issues hindering the delivery of
quality instruction in their schools (reported by one-third of principals across the OECD).

With respect to the economic characteristics and financial package of the job, according spending priority to
“improving teacher salaries” is also rated highly by teachers in a majority of participating countries and economies.
But this is not the case everywhere. In fact, the lower the level of teachers’ statutory salaries in a country (expressed
in purchasing power parities) or the lower teacher salaries are compared to those of similarly-educated workers,
the more teachers consider teachers’ salaries a priority of high importance. Regression results also support the
notion that, in a number of countries, teachers working in cities (where housing prices and the cost of living are
typically higher than in rural areas) display a higher propensity to report salary increases as “highly important”
than their peers working in rural areas. And teachers who valued the economic characteristics and the working
conditions of the job when they became teachers are also logically more prone to seek salary increases. Thus,
TALIS findings suggest that teachers’ demands for salary increases display fairly rational behavioural patterns,
and that teachers likely consider a range of factors in forming their priorities, including the purchasing power and
standard of living that salary levels grant, and how these compare to those of their peers with similar education and
how they compare internationally. Teachers seem more likely to prioritise salary increases when their standard of
living is lower by international standards.
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In South Africa, over 80% of teachers rated the recruitment of more teachers in order reduce class size and
administration load as well as improving teacher salaries as the key areas for government to prioritise in its budget
spend. More than 60% of teachers suggested that there should be further investment in ICT (see figure 3.2).

Figure 3.2: Spending priorities
Teachers' views on Spending Priorities in South Africa
REDUCING ADMIN LOAD
INVESTING IN ICT

REDUCING CLASS SIZE

IMPROVING TEACHER SALARIES

0 10 20 30 40 50 60 70 80 90
Teachers rating of high importance

Policy pointer 1.1: Building on the high level of commitment of the profession and engaging in a dialogue and
a process of resource reallocation in partnership with the profession to improve the financial package and
working conditions of the teaching profession over time, in line with progress in professionalism

60.

61.

62.

The high percentage of teachers with a social utility motivation to enter the profession shows that education
systems have an in-service workforce that is highly committed to the public service and social value of the
profession. This is a strong asset to engage the profession in a virtuous spiral of positive change and enhanced
professionalism.

But education systems should not take this high level of commitment for granted and disregard the importance of
offering attractive financial packages and working conditions to prospective candidates and in-service teachers.
Successful education systems manage to attract candidates who are motivated by both by the social reward of
the profession and its capacity to offer attractive salaries and adequate working arrangements. Policy makers and
education leaders responsible for human resources need to carefully determine their overall education budget
envelope in terms of human resources and methodically decide how to best allocate it between recruitment efforts
and salary increases, while promoting the teaching profession as intellectually rewarding by offering high-quality
training opportunities.

Yet, the reality of public policy is that education budgets typically compete with a range of other public policy
priorities, and in most countries, they are unlikely to increase dramatically over short periods of time. In this
context, it would seem particularly fruitful for policy makers to engage in a constructive dialogue with the profession
on how best to reallocate inevitably limited resources to allow for improving the financial package and working
conditions of the teaching profession over time, in line with progress in professionalism. It is acknowledged that
such a process may involve rethinking teaching models and the way space, people and time are organised and
deployed within the system.

3.2.1.2Aim: To support a dynamic workforce

63.

64.

The socio-demographic characteristics of teachers and principals are also a crucial factor to consider when
examining the best policies for attracting and selecting candidates. Figure 3.3 provides a snapshot of teachers’
and school leaders’ socio-demographics in each participating country and economy.

Examining the ageing process of the teaching workforce provides an estimation of the number of teachers who
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65.

66.

67.

68.

69.
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will be retiring in upcoming years. Trends over time in the age and experience profiles of teachers and school
leaders provide valuable information on the dynamics of human resources in education. Global trends in their
age and experience profiles are rather mixed, but ageing of the teacher population concerns more countries than
renewal of the teacher population.

Teachers are about 44 years old on average, both across the OECD and across all countries and economies
participating in TALIS, ranging from age 36 in Turkey to age 50 in Georgia. Furthermore, 34% of teachers are over
age 50 on average across the OECD. Since, on average in the OECD, the pension age is 64.3 for men and 63.7
for women, this means that education systems will have to renew at least one-third of their teaching workforce in

the next 15 years (OECD, 2017, p. 93[16]).

On average across the OECD, principals are generally older than teachers, with the average age for a principal
being 52, eight years older than the average teacher. This is not surprising, as principals are usually recruited
from among the ranks of teachers, and their positions often require higher academic credentials and more years
of experience. These age patterns mean that policy makers will also face the challenge of renewing the principal
workforce and preparing a new generation of school leaders over the next decade or so. The fact that mounting
evidence points to the increasingly complex and challenging role of school leaders, with increased workloads and
accountability (OECD, 2016...; OECD, 2014.._), will not make this an easy task.

[ 7]; [18]

TALIS 2018 data show that, on average across the OECD, 68% of all teachers are female, and women make up
more than half of the teaching workforce in all participating countries and economies, with the exception of Japan.
However, joining the teaching profession is more often a late vocation or occupational reconversion for men than
for women, and for individuals wishing to better balance their family responsibilities with their work life.

Only 47% of principals are women, compared to 68% of teachers. This suggests significant gender imbalances
in the scope for career progression of female teachers from teaching to leadership roles, whether the cause is
endogenous (a lesser propensity of women to apply for leadership positions) or exogenous (a lesser propensity
for women to be selected for leadership roles). Irrespective of the underlying cause, this pattern goes counter to
the objective of enhancing professionalism, due to the limited scope for career progression of more than half of
the teaching workforce.

In South Africa, the observations from teachers’ and school leaders’ socio-demographics also point to striking
gender gaps both nationally (figure 3.3) and regionally (figure 3.4 and figure 3.5). Nationally, while 60% of the
teacher workforce are female, only 22% become principals which is significantly lower than the OECD average
(47%). The principal workforce is largely male dominated across the 9 provinces with the ratio of male to female
principals in Limpopo standing at 90:10. Almost a third of the teacher workforce are above 50 years old while
only 6% of principals are approaching retirement. A high percentage of young principals are located in schools in
the Free State province. In terms of work experience, South Africa teachers and principals are on par with their
counterparts from the OECD.
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Figure 3.3: Teachers’ and school leaders’ socio-demographics

Countries/economies where indicator is above the OECD average
Countries/economies where indicator is below the OECD average
Percentage of Percentage (.)f PRty ) P_ercgntage 0 ye-;iztg‘evrlsc;rk y;r;rs]%?s\frk
female teachers (LS e | (DR ik | PERELS st experience (as | experience (as
pals 50 and above | 60 and above a teacher) a principal)

Alberta (Canada) 63 30 20 19 13 13
Australia* 62 40 30 19 15 7
Austria 70 50 44 30 18 8
Belgium 69 44 22 15 7

- Flemish Comm. (Belgium) 70 40 22 16 8
Brazil 69 77 23 10 16 8
Bulgaria 80 73 51 16 22 13
CABA (Argentina) 69 61 36 6 16 8
Chile 65 50 27 20 14 10
Colombia 55 37 34 33 17 13
Croatia 78 53 24 18 15 10
Czech Republic 76 52 37 20 18 12
Denmark 60 35 33 18 15 9
England (UK) 64 41 18 6 13
Estonia 84 57 54 21 23 14
Finland 70 46 35 10 16 12
France 65 41 27 19 17 10
Georgia 83 60 53 22 24 1
Hungary 79 63 48 11 21 10
Iceland 73 60 38 18 15 10
Israel 76 50 27 10 16 9
Italy 78 69 48 32 18 10
Japan 42 7 33 22 17 B
Kazakhstan 76 53 27 5 17 9
Korea 67 20 34 44 16 8
Latvia 89 84 51 25 24 14
Lithuania 85 57 57 29 25 16
Malta 70 46 12 8 13 7
Mexico 57 35 25 21 15 10
Netherlands 53 38 32 29 16 12
New Zealand 65 54 35 14 16
Norway 64 54 30 16 15
Portugal 74 43 47 23 23 11
Romania 73 61 26 9 17 8
Russia 85 69 42 15 21 11
Saudi Arabia 52 51 5 0 13 8
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Countries/economies where indicator is above the OECD average
Countries/economies where indicator is below the OECD average
Percentage of | Percentage of | Percentage of [ZEERETE FUEpEl:
Percentage of - oY years of work | years of work
female princi- | teachers aged | principals aged . .
female teachers experience (as | experience (as
pals 50 and above | 60 and above -
a teacher) a principal)

Shanghai (China) 74 45 15 17 10
Singapore 64 47 12 12 9
Slovak Republic 82 66 33 24 18 10
Slovenia 79 63 39 20 20 10
South Africa 60 22 32 15
Spain 62 49 36 17
Sweden 66 69 36 24 16
Turkey 56 7 6 7 11
United Arab Emirates 62 51 13 11 13 10
United States 66 48 31 17 15 9
Viet Nam 66 29 13 6 16 10
OECD average-31 68 47 34 20 17 10

Source: OECD, TALIS 2018 Database,

average.

* Participation rate of principals is too low to ensure comparability for principals’ reports and country estimates are not included in the OECD

Figure 3.4: Age Groups of Principals in South Africa
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Figure 3.5: Gender of Principals in South Africa
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Policy pointer 1.2: Taking action to prepare for the renewal of the teaching and principal workforces

70.

71.

Recruitment challenges will inevitably emerge if the workforce is ageing and the numbers of students are steady,
growing or even declining at a lower rate than numbers of teachers and principals. Education systems facing an
ageing of their teacher or principal populations need to carefully review their staffing needs and plans for the next
10 to 15 years, in light of the dynamics of their workforce and of their student population.

Education systems also need to carefully design plans to attract and prepare large cohorts of new teachers and
school leaders, and to adequately support them to maximise their retention in the profession.

Policy pointer 1.3: Designing effective recruitment campaigns promoting participation of men and women as
both teachers and school leaders

72.

73-

74.

Recruitment campaigns should portray teachers and school leaders as key contributors to society and the
development of future generations. Such campaigns should not keep silent about the financial packages and
working conditions of these jobs and should praise their rewarding aspects, such as intellectual and social
fulfilment, and the possibility to continually learn on the job, benefit from job security and reconcile the demands
of personal and professional life.

Countries and economies should also engage in research to better understand the factors underlying the
differential progression of male and female teachers towards leadership roles, and design policies to overcome
any barriers to the career progression of female teachers that are identified. In particular, designing recruitment
campaigns that are not gender-blind may be considered, depending on the type of job targeted, by emphasising
that men can achieve professional growth as teachers and women as school leaders.

Whenever the limited progression of female teachers to leadership roles is due to a lack of interest by female
teachers in such positions, education systems may consider further differentiating teaching careers to offer
promotion tracks within teaching roles as a way to strengthen the professional attributes of teaching careers and,
hence, foster the intellectual fulfilment and job satisfaction of female teachers and, ultimately, their retention in
the profession.

N
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3.2.2 Supporting new teachers entering the workforce

3.2.2.1Aim: To provide novice teachers with fulfilling working conditions and tailor-made support

75-

76.

77-

78.

79-

Given the impact of teachers on student learning, the effectiveness of teachers new to the profession is an
important policy issue. An effective education system requires all teachers, including new teachers, to provide
high-quality education to students (Jensen et al., 2012[19]). New teachers entering the profession need systemic
support to be successful early in their careers. New teacher graduates mostly enter the profession with some
degree of training through initial teacher-education programmes, such as graduate degrees, certification courses
or other pathways of entry and some practical training opportunities. However, additional support activities and
structures in the initial years of teaching can help teachers to cope with the challenges they face on the ground,
as well as to maintain their motivation levels. Both are critical to make them competent and effective and convince

them to stay in the profession (OECD, 2019[14]).

TALIS 2018 shows that, in their early career years, teachers tend to work in more challenging schools that have
higher concentrations of students from socio-economically disadvantaged homes and students with a migrant
background. Additionally, on average across the OECD, 22% of novice teachers report that they would like to
change to another school if that were possible. Furthermore, novice teachers feel less confident in their ability
to teach, particularly in their classroom management skills and their capacity to use a wide range of effective
instructional practices. This result could be linked to the amount of time they have available for planning and
teaching their classes. With regard to workload, after adjusting for full-time or part-time work, novice teachers
work as many hours per week in total as teachers with more than five years of experience, on average across
the OECD.

In addition to initial formal education and training, knowledge-based work typically requires extensive training
for novice teachers upon entry to the profession. As a result, entry to the teaching profession often involves
both formal and informal induction activities (Ingersoll and Merrill, 2011[8]). Given the importance of induction
to teaching as a profession, TALIS has developed a large set of indicators describing the support received by
novice teachers, school provisions in terms of induction and mentoring programmes and the actual participation
of teachers in these programmes.

Despite empirical evidence showing that teachers’ participation in induction and mentoring is beneficial to
student learning (Glazerman et al., 2010,,,; Helms-Lorenz, Slof and van de Grift, 2013, ; Rockoff, 2008, ,,), these
programmes and activities cannot be considered commonplace in TALIS countries and economies. On average
across the OECD, 58% of teachers report not having participated in any formal or informal induction activity at
their current school (Figure 1.6). This share is slightly lower for novice teachers (51%) than for more experienced
teachers (60%). While school principals generally consider mentoring to be important for teachers’ work and
students’ performance, only 22% of novice teachers have an assigned mentor, on average across the OECD
(Figure 1.6).

In South Africa, almost 70% of teachers have received some form of formal or informal induction activity at their
current school which is considerably better off than the average percentage of training received by the OECD
teacher (42%). Almost half of all novice teachers are allocated a mentor in one of the target subjects at their
schools and more than 90% of principals and teachers have participated in continuous professional development
exercises in the last 12 months of the survey.

Policy pointer 3.1: Reviewing the allocation and compensation mechanisms for novice teachers

8o.

The way novice teachers are allocated across schools needs to be reviewed, with a view to assigning them to less
challenging working environments in their first placements. In countries with more centralised teacher allocation
and compensation mechanisms, a possibility would be to create a fixed-term first assignment for recent graduates
of initial teacher-education programmes using a separate algorithm that would only assign them to a subset of
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schools considered less challenging.

Another approach could be to create significant salary incentives that would be attributed to teaching positions
in more challenging schools, so as to encourage applications from more experienced teachers and reducing
the need to cover these positions with novice teachers. In countries with more decentralised systems, greater
school autonomy and increased budgets for selecting and managing teachers could help schools with higher
concentrations of socio-economically disadvantaged students to attract effective teachers (OECD, 2018, ). The
goal of such an approach would be to change mindsets so that teaching in more difficult schools is seen as a
prestigious stage in a teacher’s professional growth and career trajectory, and recognised accordingly in financial
terms, rather than a necessary first ordeal. An additional advantage of such an approach would lie in its potential
effects in fostering equity.

Whenever the assignment of novice teachers to a challenging school is unavoidable, school leaders also have a
role to play to ease the transition of recent graduates to the profession, e.g. by allocating them to less challenging
classes, making sure that their teaching assignments allow some degree of efficiency gain in lesson preparation
(e.g. having several groups of the same grade), or considering pairing them with more experienced teachers in
joint teaching arrangements. All these approaches, obviously, could be applied in centralised and decentralised
systems alike.

Policy pointer 3.2: Designing effective context-based induction and mentoring activities

83.

84.

Induction programmes should be designed with the objective of aiding new practitioners to adjust to their new
working environment and to become acquainted with the concrete realities of their jobs, as well as to avoid early
dropout. A crucial element while planning induction opportunities for new teachers would be to allow school
leaders to reduce their teaching load so that they can balance their working time between lesson preparation and
actual teaching, and can meet the demands of participating in induction. A possible approach could be to increase
the teaching load incrementally over the first years in the profession as new teachers gain in experience. This
could be done through additional part-time teacher allocations in centralised systems, or mandatory requirements
in decentralised ones.

It would also be important that the extent and intensity of induction support developed by school leaders for new
teachers are tailored to the context of schools and student composition. The design of induction programmes
could include team-teaching opportunities, as they can foster greater collaboration among teachers within schools
and help new teachers to learn from experienced teachers, especially as they are more familiar with the specific
school context.

Policy pointer 3.3: Giving school leaders an active role in the development and promotion of induction and
mentoring opportunities

85.

36

At the same time, school leaders need to urge teachers to take an active part in induction and mentoring activities.
To guarantee participation in induction, it could be useful to allocate a certain number of hours (paid non-teaching
time) dedicated to induction or mentoring within teachers’ weekly or monthly schedule. School leaders could
identify which teachers are best suited to act as mentors for the new teachers at their schools and whether
they should be selected on the basis of the subject they teach, their years of experience in the school or their
experience in the profession. Finally, education systems could design and establish career paths encouraging
teachers to become mentors, through incentives related to improvement of their compensation.

N
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3.2.3 Supporting the continuous professional growth of teachers and school leaders throughout their careers

3.2.3.1Aim: To provide high-quality initial teacher education

86. To foster the lifelong improvement of the knowledge and skills base of teachers and school leaders, it is imperative
for educational systems to provide pertinent training and facilitate the access to this training. According to Ingersoll
and Merrill (2011, p. 187[8]):

... the underlying and most important quality distinguishing professions from other kinds of occupations is the degree of
expertise and complexity involved in the work itself. In this view, professional work involves highly complex sets of skKills,
intellectual functioning and knowledge that are not easily acquired and not widely held.

87. In this context, an essential aspect of strengthening professionalism throughout the education system is to ensure
that teachers and school leaders start off in their jobs with a solid knowledge base. To examine the importance
of credentials in teachers’ and school leaders’ jobs, TALIS has developed a rich set of indicators to describe the
type and content of the training they received before becoming teachers or school leaders. Figure 3.6 provides a
snapshot of teachers’ and school leaders’ training that includes key indicators on their initial training.
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Figure 3.6. Initial and continuous training

Countries/economies where indicator is above the OECD average
Countries/economies where indicator is not statistically different from the OECD average
Countries/economies where indicator is below the OECD average
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Chapter 4 Chapter 4 Chapter 4 Chapter 4 Chapter 4 Chapter 5 Chapter 5
Alberta (Canada) 80 32 29 55 25 99 99
Australia* 82 31 30 28 37 99 100
Austria 87 w w 77 11 99 100
Belgium 80 10 17 57 25 94 99
- Flemish Comm.
(Belgium) 86 17 24 52 40 97 100
Brazil 83 13 17 61 33 87 94
Bulgaria 90 14 29 62 18 96 100
CABA (Argentina) 82 21 34 76 6 92 99
Chile 84 14 12 66 7 87 99
Colombia 84 15 12 46 22 91 96
Croatia 84 58 48 45 13 98 100
Czech Republic 62 5 37 43 26 97 100
Denmark 88 26 11 63 15 92 98
England (UK) 86 23 38 23 37 97 99
Estonia 81 4 8 69 17 98 100
Finland 87 0 17 43 10 93 99
France 66 3 m 83 17 83 94
Georgia 81 5 85 15 94 99
Hungary 86 5 70 27 95 100
Iceland 65 25 16 66 18 96 98
Israel 79 " 31 59 47 96 99
Italy 64 13 34 75 5 93 100
Japan 82 2 5 81 40 89 99
Kazakhstan 85 18 33 59 98 100
Korea 90 74 16 98 99
Latvia 85 " 7 56 16 99 100
Lithuania 82 36 33 79 9 99 100
Malta 82 17 7 50 23 91 100
Mexico 80 13 10 60 17 89 99
Netherlands 88 5 12 35 41 98 100
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Countries/economies where indicator is above the OECD average
Countries/economies where indicator is not statistically different from the OECD average

Countries/economies where indicator is below the OECD average
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Chapter 4 Chapter 4 Chapter 4 Chapter 4 Chapter 4 Chapter 5 Chapter 5

New Zealand 89 18 21 26 56 98 100
Norway 75 15 14 65 18 94 99
Portugal 75 13 23 60 14 88 98
Romania 91 2 9 63 22 89 97
Russia 90 4 11 65 27 98 100
Saudi Arabia 72 22 18 63 19 86 95
Shanghai (China) 89 1 1 50 67 99 100
Singapore 89 & 3 15 54 98 100
Slovak Republic 77 5 16 40 22 92 99
Slovenia 83 7 7 48 5 98 100
South Africa 81 10 6 31 50 91 96
Spain 48 15 26 74 10 92 100
Sweden 85 6 19 70 17 95 100
Turkey 76 32 23 76 15 94 96
United Arab Emir-

ates 85 6 4 32 43 98 99
United States 84 13 4 39 39 98 100
Viet Nam 99 0 0 55 30 96 100
OECD average-31 79 13 17 58 22 94 99

Source: OECD, TALIS 2018 Database,

* Participation rate of principals is too low to ensure comparability for principals’ reports and country estimates are not included in the OECD
average.

88. The typical level of education attained by teachers varies slightly across countries. On average across OECD
countries and economies, 50% of teachers report a bachelor’s degree or equivalent, as their highest educational
attainment. In South Africa, more than 75% of teachers have a short tertiary qualification (Diploma) or higher (see
figure 3.7) with 18.3% of teachers having a Bachelor qualification. In three provinces, this percentage (see figure
3.8) is more than 20% (Limpopo, Gauteng, and Mpumalanga).

89. Across the OECD, another smaller share of teachers (44%) report a master’s degree or equivalent, including
stronger specialisation and more complex content than a bachelor’s degree, as their highest educational attainment.
Across the countries and economies with available data, most teachers completed a regular concurrent (rather
than consecutive) teacher education or training programme, which grants future teachers a single credential
for studies in subject-matter content, pedagogy and other courses in education during the first period of post-
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secondary education. In some systems, a significant share of teachers did not complete any formal teacher
education or only completed fast-track or specialised education or training programmes. Faced with teacher
shortage issues, policy makers and school leaders may be incentivised to ease the entry into teaching to capture
a larger pool of candidates. Even in these circumstances, education institutions and schools should ensure that
all teachers are equipped with sufficient training in the content, pedagogy and classroom practice of the subjects
they teach.

Figure 3.7: Highest level of formal education completed by teachers

Highest level of formal education completed (%)

Diploma or higher

Doctoral or equivalent
Masters or equivalent
Honours

Degree

tional Diploma (3 years)
NSC/Matric
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Policy pointer 3.4: Offering alternative paths into the profession while preserving quality training

90.

ol.

92.

93-
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Faced with teacher shortages and the prospect of mass retirement waves in some countries, education systems
are increasingly required to provide multiple ways into the profession to satisfy the demand for teachers — including
through fast track or alternative routes. In doing so, they need to establish mechanisms to ensure that all teachers
start off their teaching career with quality training. These mechanisms can translate into the establishment of
rigorous accreditation institutions monitoring the work of teacher education providers (possibly including “fast-
track” providers), teacher performance assessments conducted at some point of the teachers’ initial training (at
entry, during the mid-years of training, and/or towards the end of their training programme), and/or establishing
professional standards that define precisely what is required and expected of teachers when entering their training
and when they are ready to start teaching. Aim: To link initial teacher education with continuous professional
development

A crucial component of professionalism among teachers and schools leaders is their participation in on-going
in-service professional development (Guerriero, 2017[6]). “The assumption is that achieving a professional-level
mastery of complex skills and knowledge is a prolonged and continuous process and, moreover, that professionals
must continually update their skills, as the body of technology, skill, and knowledge advances.” (Ingersoll and
Merrill, 2011, p. 205[31)- Under this approach, teachers and school leaders are considered lifelong learners, with
different needs for training throughout their career path. Education systems and training institutions, at both
national and local levels, need to accurately identify these needs and secure teachers’ and school leaders’ access
to relevant training.

First and foremost, TALIS findings support the idea that receiving pre-service training and/or in-service training in
a given area is associated with a higher perceived level of self-efficacy in this area by teachers, and/or a higher
propensity to use related practices.

In light of the value of pre- and in-service training for teachers’ perceived self-efficacy and use of teaching
practices, a key task when considering teachers as lifelong learners is to ensure adequate linkages between the
content of teachers’ initial training and that of their continuous professional development, so that all aspects of a
teacher’s work are covered at some point and consolidated and expanded upon over time (OECD, forthcoming).
Across the OECD, almost all teachers report that their formal education or training included content, pedagogy
and classroom practice in some or all the subjects they teach (Figure 3.6). Similarly, training in subject matter
knowledge and understanding of the subject field and pedagogical competencies are the most frequent types
of professional development attended by teachers. Other elements often included in teachers’ formal education
and their continuous professional development focus on student behaviour and classroom management (72%
of teachers had such content covered for their initial training and 50% for professional development across
OECD countries and economies), teaching cross-curricular skills (65% for initial training and 48% for continuous
professional development), and use of ICT for teaching (56% for initial training and 60% for continuous professional
development). These results reflect that there are certain topics that, despite being covered in the formal teacher
education or training of a majority of countries and economies participating in TALIS, still emerge as highly
requested topics for in-service training. Conversely, teaching in multicultural or multilingual settings is more rarely
included in both initial training (35% of teachers across the OECD) and continuous professional development
(22%).
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Turning to school leaders, TALIS findings show that, while they have attained a higher level of education than
teachers on average, fewer actually completed a programme preparing them for their job as school leader. Indeed,
although 63% of school leaders hold a master’s degree or equivalent on average across the OECD, only 54% of
them have completed a programme or course in school administration or principal training before taking up their
position as principal, with the same share having completed an instructional leadership training programme or
course. In contrast, across the OECD, nearly 100% of principals participated in at least one type of professional
development in the 12 months prior to the survey (Figure 3.6). Principals also tend to participate in more diverse
training formats than teachers. This may suggest that principals compensate for their possible lack of initial
training on leadership-specific skills with more intensive participation in continuous professional development
activities.

Policy pointer 3.8: Building a bridge between the content of initial teacher education and professional
development activities

95-

Countries and economies need to ensure that the curricula of initial education and in-service professional
development are consistent, well-connected and complementary. Continuous professional development activities
need to take into account the knowledge and skills that teachers and school leaders acquired as part of their initial
education or training and to build on them. These curricula need to be designed in a concerted manner for pre-
service and in-service training. This may require institutionalising consultations, feedback loops and collaboration
between the different actors and stakeholders of the initial teacher preparation and professional development
systems if these responsibilities are shared across several entities.

Policy pointer 3.9: Fostering pre-service preparation of school leaders

96.

97.

There is considerable room to improve the professionalism of school leaders by creating pre-service programmes
that help them develop the leadership skills to effectively engage in many of the practices associated with school
success: developing and conveying a shared vision; cultivating shared practices; leading teams towards school
goals; instructional improvement; developing organisational capacity; and managing change (Darling-Hammond
et al., 2007[24]). TALIS results show that participation in professional development is the most common route
principals use to validate and upgrade their skills.

Education systems could provide prospective school leaders with more opportunities to develop leadership skills
prior to their appointment as school principals. This could be done either through specific training modules that
prospective school principals would need to undertake or validate ahead of taking up leadership duties — e.g. by
making such training a prerequisite for any appointment to a leadership position, or through the creation of
intermediate leadership roles for experienced teachers interested in growing into leadership roles — e.g. based on
Australia’s department head-teacher model.

Policy pointer 3.10: Developing mentoring programmes for school leaders

98.

42

Besides pre-service preparation, education systems could also provide school leaders with other relevant
opportunities for in-service training upon appointment. A possible way to achieve this would be to create
professional networks of principals where more experienced principal’s mentor those who are newly appointed,
and school leaders can learn from one another and share good practices to address common challenges.
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Box 3.1. Mentoring and Induction Programme in South Africa

The Department of Basic Education (DBE) is implementing the Integrated Strategic Planning Framework for
Teacher Education and Development in South Africa (ISPFTED-SA, 2011-2025), which outlines teacher induction
and mentoring as critical for the professional development of teachers. The comprehensive induction process as
envisaged by the Department is composed of two distinct stages namely, orientation — the shorter information sharing
process of ensuring that new teachers know and have all the critical information to do their work effectively; and
induction and mentoring — the yearlong learning and support of new teachers that may be professional, emotional/
social and administrative/ operational.

As a first step towards a comprehensive induction programme the Department has provided orientation guidelines,
the National Guidelines on the Orientation of New Teachers, which was published in October 2017 and disseminated,
and is currently being implemented in schools. The orientation booklet guides districts and schools on the critical
information that every new teacher and school manager and leader will need to start off in a new post.

The Department envisages the induction and mentoring programme as a blended approach, where the inductee is
fully engaged and taking initiative in the induction process. Mentoring is understood as a key element of the induction
continuum from accepting the offer and assumption of duty, and including the short orientation period.

The development of the comprehensive induction programme commenced in 2018. Afinal draft New Teacher Induction
Concept Note was developed and several consultation meetings with stakeholders were held. The Department is
presently conceptualizing the field testing of the induction programme. It is envisaged that the field testing programme
will commence in 2020.

Source: New Teacher Induction Concept Note (DBE, 2018)

3.2.3.2Aim: To provide high-quality continuous professional development

09. Looking at TALIS 2018 data, it is clear that annual participation in professional development of both teachers and
school leaders is almost universal, which is a great achievement with regard to the professionalisation of their
jobs. On average across the OECD, 94% of teachers and nearly 100% of principals participated in at least one
type of professional development in the 12 months prior to the survey (Figure 3.6).

100. Teachers attended about four different types of continuous professional development activities in the 12 months
prior to the survey. The most attended forms of professional development are courses or seminars attended in
person (76% of teachers across the OECD) and reading professional literature (72%). However, only 44% of
teachers participate in training based on peer learning and networking. This is a bit unfortunate as research has
shown that even though traditional training in the form of courses or seminars can be an effective tool, school-
embedded professional development, such as peer-learning opportunities, tends to have a larger impact on
teaching practices and can significantly reduce the cost of training — thus providing scope for efficiency gains and
cost savings that could be reallocated to other priority areas.

101. Overall, teachers are satisfied with the in-service training received in the last 12 months, since on average across
the OECD, 81% of teachers report that it had an impact on their work. Regression results showcase that teachers
reporting a positive impact have higher levels of job satisfaction and/or self-efficacy than teachers reporting
otherwise.

102. Teachers were asked to describe the characteristics of the training they deemed impactful. Teachers’ descriptions
of what makes in-service training effective can directly be translated into recommendations for policy changes
with regard to the design of these programmes. According to teachers, impactful professional development
programmes are based on a strong subject and curriculum content and involve collaborative approaches to
instruction and the incorporation of active learning.
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Policy pointer 3.11: Promoting school-based, collaborative and active professional development responding to
local needs and adapted to school-specific contexts

103. The design and implementation of effective professional development can be led by local initiative at the school
level. Indeed, such an approach would ensure that the focus of the professional development is responding to
locally-identified needs and takes account of the school-specific context — making it more relevant to the daily
jobs of participants.

104. Moreover, all the characteristics mentioned by teachers about the impactful in-service training they received
(taking into account teachers’ prior knowledge, providing opportunities for collaborative and active learning)
could be met if training takes place at the school. However, given the comparatively low percentage of teachers
participating in school-based training, this is an area where there is clearly room from improvement.

105. School leaders and teachers could also allocate part of the monthly or weekly hours to discussing issues
involving instruction in their classroom, exchanging ideas and reflecting on their practices. Furthermore, each
school could create a system of collective professional development based on peer-observation of classroom
instruction, inspired by the Japanese lesson study model, where teachers can have the opportunity to observe
new pedagogical methods, assess the instruction of their peers, and provide valuable feedback to foster reflective
practice and improvement.

106. In South Africa, initiatives are at an advanced stage to introduce policies and frameworks around induction and
mentoring at the school level. Information on this is presented in the box highlight below.

3.2.3.3Aim: To lift barriers to participation in professional development

107. Strong participation in professional development programmes does not rule out the existence of significant barriers
to participation. On average across the OECD, around half of teachers (53%) and principals (48%) report that
participation in professional development is restricted by schedule conflicts. The next two most important barriers
reported by teachers and, to a lesser extent by school leaders, are participation costs and the lack of incentives
to engage in these activities. Today, teachers’ participation in professional development programmes is mainly
supported by mechanisms such as being released from teaching duties for activities during regular working hours,
being provided with material needed for activities and being reimbursed for participation costs.

108. While access to and participation in professional development programmes are both very high in the TALIS
participating countries and economies, the existence of concrete barriers to participation does suggest that more
can still be done to support continuous training and the professional learning of teachers and school leaders
throughout their career. The most successful education systems can provide inspiration on how to achieve this:
they have embedded professional development as an integral part of the work of teachers, and do what it takes
to facilitate participation, as illustrated by the entitlement of teachers in Singapore to 100 hours of professional

development per year (Bautista, Wong and Gopinathan, 2015[25]).

Policy pointer 3.12: Creating incentives to participate in professional development

109. Participation in professional development needs more recognition as an essential attribute of the work of teachers
and school leaders, as well as a stepping stone for their professional growth and career evolution.

110. Ideally, the development of knowledge and skills should lead teachers and school leaders to take on more
responsibilities in their school, and be recognised as experts and resources for other teachers. The validation
of certain competencies through participation in professional development could also be taken into account in
recruitment or school assignments of teachers or school leaders, depending on the regime of the education
system. It could also be considered in their career evolution.

Policy pointer 3.13: Funding participation in professional development

N
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111.

112.

Participation in professional development for a set number of days per year could be made mandatory and fully
subsidised by government or institutions in charge of local or national human resources. Alternatively, funds could
be allocated to schools and school management staff could be asked to invest them on professional development
activities for teachers and school leaders. This way, school leaders and school management staff could actually
endorse a leading role in human resource management and professional development of staff in their schools.

Obviously, the potential budgetimplications of such an approach would need to be carefully considered. Apromising
approach could be for policy makers to engage, in partnership with the profession, in a critical review of the way
professional development is offered and delivered in their education system, with a view to identifying barriers
to participation and the scope for cost savings and efficiency gains. As discussed above, developing school-
embedded forms of professional development could allow expanding professional development opportunities
at limited extra cost, while at the same time allowing teachers and school leaders to participate in professional
development better suited to their needs.

3.2.4 Promoting quality teaching for every student

113.

As stated in Ingersoll and Merrill (2011):

Given the importance of expertise to professions, it naturally follows that one of the most fundamental attributes of
professions is specialisation — professionals are not generalists, amateurs, or dilettantes, but possess expertise over
a specific body of knowledge and skill. Few employers or organisations would require heart doctors to deliver babies,
real estate lawyers to defend criminal cases, chemical engineers to design bridges, or sociology professors to teach
English. The assumption behind this is that because such traditional professions require a great deal of skill, training,
and expertise, specialisation is considered necessary and good (2011, p. 205[8})

114.

As described at the outset of this chapter, the professionalism of teachers and school leaders manifests itself
not only in terms of the mastery of a core knowledge base and the processes by which this knowledge base is
continuously updated throughout their careers, but also in the mastery and use of highly specialised skills and
the application of expert judgement in choosing among different pedagogical approaches. To examine the skills
of teachers, TALIS has developed a rich set of complementary indicators aiming to measure what teachers do in
their classrooms: how they distribute their class time on various activities; how often they use effective teaching
practices; and how well they are able to implement certain practices and achieve certain goals.

3.2.4.1Aim: Optimising use of teachers’ and school leaders’ time to support quality teaching

115.

116.
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An important precondition for the implementation of quality teaching practices is making the most of classroom
time to implement them. On average across the OECD, teachers spend 78% of classroom time on actual teaching
and learning (the equivalent of 47 minutes out of a 60-minute lesson), 13% of classroom time on keeping order
in the classroom (the equivalent of 7 minutes out of a 60-minute lesson) and 9% on administrative tasks (the
equivalent of 6 minutes). Teachers’ reported self-efficacy is relevant to assess the use of classroom time, as
TALIS results show that as teachers’ beliefs in their classroom management capabilities increase, they tend to
spend less class time on keeping order.

Some important trends in teachers’ use of time are also observed, for various time units. Overall, during a typical
week, teachers teach a higher number of hours in 2018 than in 2013 (in about half of the countries with available
data), hence suggesting that teaching loads have been rising. Concomitantly, the number of hours teachers
spend on planning and preparing lessons has decreased. Some factors could make this downward tendency
in preparation time less worrisome than it looks, for instance if teacher preparation has become more effective
through the use of technology, if the teacher population is ageing (as preparation time is typically longer for novice
teachers than for more experienced teachers), or if more teachers are required to teach the same lesson several
times to different classes.
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117. However, a more worrying trends is that, within a lesson, there is an overall decline in classroom time spent on
actual teaching and learning since 2008 (observed in around half of the countries). This pattern suggests that the
overall proportion of lesson time efficiently used for teaching and learning has decreased over the past decade.

118. In South Africa, teachers are expected to teach a total of 27 hours of actual teaching in a school week. The TALIS
data shows that in 2 provinces (Free State and Western Cape), the average number of hours teachers spend on
actual teaching exceeds 27 hours. In KwaZulu-Natal, the average number of hours spend is 22 hours, 3 hours
less than the expected norm (see figure 1.11). In a school week, teachers spend on average 5.6 hours on lesson
planning, 6.3 hours on marking and correcting work, and 3.6 hours on general administrative work (see figure
3.8).

Figure 3.8: Average number of hours spent on actual teaching
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The quality of teachers’ teaching also hinges on the time taken by school leaders to support teaching and learning
in their school. TALIS findings suggest that school leaders are limited in their time and resources to express their
instructional leadership. On average across the OECD, school principals spend 16% of their working time on curriculum
and teaching-related tasks and meetings (e.g. on developing a school curriculum, teaching, observing their teachers’
classes, mentoring teachers, designing and organising professional development activities for teachers or being involved
in student evaluation). This makes it the third most time-consuming task of principals, after administrative tasks and
meetings (30% of principals’ working time) and leadership tasks and meetings (21%). Yet, this is not enough in the views
of school leaders themselves: one of the most common resource issues hindering quality instruction reported by school
leaders in participating countries and economies is the shortage or inadequacy of time for instructional leadership.

119. Fortunately, to the extent that solutions can be found to alleviate their administrative workload, the willingness of
school leaders to engage more in instructional leadership activities is there. Principals report a great interest in
improving both their school organisation and the practices of their teachers, with more than 70% of them attending
training to become an instructional and/or pedagogical leader. Even more, the areas in which large shares of
principals report a high need for professional development in developing collaboration among teachers (26% of
principals across the OECD) and training in using data to improve the quality of the school (24%).

N
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Policy pointer 3.14: Regulating the use of teachers’ and school leaders’ time

120. Effective pedagogical practices require time: e.g. time to prepare classes and to try out specific practices. Under a

121.

very rigid system of classroom hours, teachers may simply not be able to try out new practices in order to improve
the quality of their teaching over time. Thus, it may be timely for the education system’s policy makers and other
stakeholders to engage in a critical reflection of time use, and to think differently about the use of teachers’
working time, with a view to reducing the amount of time dedicated to administrative tasks, spending less time on
non-effective professional learning, or allowing for some flexible hours for professional collaboration.

Likewise, education systems need to find ways to reduce the amount of school leaders’ time dedicated to
administrative tasks in order to support them in their role as instructional leaders. To achieve this, one option
could be to regulate school leaders’ working hours to ensure that they have adequate time to develop their
leadership in the field of curriculum and teaching. But, obviously, regulations on school leaders’ working hours will
not be sufficient to foster instructional leadership without a concomitant redistribution of administrative duties or a
reduction in reporting and other administrative requirements.

Policy pointer 3.15: Establishing clear professional standards for instructional leadership

122,

Establishing clear professional standards for principals can also guide them in the type of in-service training
they require to lead their schools, as well as encourage them to reorganise their time to shift emphasis towards
instructional leadership activities.

Policy pointer 3.16: Building capacity for instructional leadership and recruiting instructional leaders among
teachers

123.

One possible option for school leaders to free some time for tasks related to curriculum and teaching could be for
education systems to create intermediate management roles or devolve some management and administrative
responsibilities to other teachers interested in building leadership capacity. For instance, teachers showing
exceptional leadership skills could be identified and supported through established career tracks that allow them
to pursue a school leadership path with concrete training opportunities to foster both their administrative and
instructional leadership skills.

3.2.4.2Aim: To promote the use of effective teaching practices to foster the development of up-to-date knowledge,

124.

125.
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skills, values and attitudes among students

On average across OECD countries and economies participating in TALIS, more than 80% of teachers feel
confident in their capacity to teach and manage their classroom, while over 30% of teachers report difficulties in
motivating student learning, particularly when it comes to turning around a situation where a student shows low
interest in school work.

Among the wide range of instructional practices used by teachers in class, those aimed at enhancing classroom
management and clarity of instruction are widely applied across the OECD countries and economies participating
in TALIS, with at least two-thirds of teachers using them frequently. Practices involving student cognitive activation,
i.e. instructional activities that require students to evaluate, integrate and apply knowledge within the context
of problem-solving, are less widespread, with about half of teachers using these methods across the OECD.
This is a pity, as past OECD studies provide repeated evidence that cognitive activation practices are positively
related to student learning and achievement (Echazarra et al., 2016[26]; Le Donné, Fraser and Bousquet, 2016[27]).
Indeed, these practices are capable of challenging students to motivate them and stimulating higher-order skills,
such as critical thinking, problem-solving and decision-making. Teachers implementing these practices not only
encourage students to find creative and alternative ways to solve problems, but also enable them to communicate
their thinking processes and results with their peers and teachers.
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Across the nine provinces, Teachers in South Africa also indicated a moderate level of teaching critical thinking
skills. KZN teachers were the most confident that they would be able to support learners to think critically, use a
variety of assessment strategies and support learners through ICT strategies (see Figure 3.9).

Figure 3.9: Support provided by teachers
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TALIS data show that, when teachers teach smaller classes, when the share of academically gifted students in a
classroom is larger or the proportion of low achievers is smaller, teachers tend to spend more classroom time on
actual teaching and learning, to use cognitive activation practices more frequently and to feel more confident in
their teaching in general. Cognitive activation practices are complex in terms of their design and implementation,
so the more teaching time the teacher has available for teaching, the greater the opportunity to implement these
practices.

Policy pointer 3.17: Training teachers in the use of effective teaching practices

128.

Developing initial and continuous training curricula that highlight the relevance of effective teaching practices
could foster the use of pedagogies related to cognitive activation in classrooms. Providing clinical practices where
teachers have an opportunity to try out these strategies could be ways to facilitate acquisition of these skills by
teachers. Teachers should be trained in the use of these practices, be aware of their importance, feel able to use
them and enjoy the conditions to actually implement them.

Policy pointer 3.18: Promoting small-group instruction to mainstream the use of effective practices

129.

130.

Given the TALIS finding that teachers are more likely to use the more effective cognitive activation teaching
practices when they have smaller groups of students to teach in their target class and the priority given to reducing
class sizes among teachers, education systems as well as school leaders should strive to give teachers more
opportunities for small-group instruction in their regular working environments in order to mainstream the use of
effective teaching practices that are more sensitive to class sizes.

It is acknowledged that class size reduction across the board will likely not be achievable in many national
contexts due to budgetary constraints and competing priorities to also make the profession more attractive
financially. To address this trade-off, it would be important for policy makers to engage in a constructive dialogue
with the profession to seek creative solutions to this dilemma. This could involve, for instance, allocating larger
groups of students to highly professionalised teachers, but granting them an additional instructor or teacher
aide per classroom as an alternative or complementary option to support the use of more individualised learning
approaches.

N
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131.

School leaders could also be given more discretion to use human resources in more flexible ways at the school
level so as to enable teachers to work with smaller groups at least part of the time. An additional advantage of
such an approach could be to provide an opportunity to trial new ways of working in teams with other teachers
and support staff to assess the impact of such arrangements on students and teachers.

3.2.4.3Aim: To foster openness towards innovation and effective use of ICT in teaching

132.

133.

134.

135.
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The 2014 OECD report Measuring Innovation in Education: A New Perspective states that educational innovation
can add value in four main areas: 1) improving learning outcomes and the quality of education; 2) enhancing equity
in access to and use of education, as well as equality; 3) improving efficiency, minimising costs and maximising
the “bang for the buck”; and 4) introducing the changes necessary to adapt to rapid changes in society (OECD,
2014, p. 21,,). A perspective of interest with regard to innovation concerns the general uptake of innovative
practices by teachers and schools as core actors in educational processes. On average across the OECD, about
70% to 80% of teachers and more than 80% of school leaders view their colleagues as open to change and their
schools as places that have the capacity to adopt innovative practices. However, this viewpoint is less common
among young and novice teachers than among more experienced teachers and also less common in European
countries than in other parts of the globe.

While asking teachers and school leaders about school staff’'s innovation-friendliness, TALIS left the interpretation
of the meaning of innovation very open. However, TALIS also collects information on the use of information
and communication technology (ICT) in classrooms and schools, which can be considered as one possible
expression of innovation among many others. Figure 1.3 provides a snapshot of the use of ICT for teaching
and the development of and need for related skills. The frequency with which teachers have students use ICT
for projects or class work has risen in almost all countries since 2013, to a point where 53% of teachers across
the OECD report “frequently” or “always” using this practice. At the same time, participation rates in professional
development activities including ICT skills for teaching have increased in many countries since 2013. The rise in
the use of ICT for projects or class work is not surprising, given the recognised digitalisation and spread of ICT
tools used in social and work activities. This rise can be explained by the dissemination of these technologies in
all spheres of society and also by the renewal of teacher generations more familiar with these technologies.

However, TALIS data suggest that there is limited preparation and support available for teachers that could enable
them to implement innovative practices in their instruction. Only 56% of teachers across the OECD received
training in the use of ICT for teaching as part of their formal education or training and only 43% of teachers felt
well or very well prepared for this element when they completed their initial education or training. While almost
all teachers participate in professional development activities, on average across participating countries and
economies, only about 65% of teachers report that the most impactful professional development they participated
in focused on innovation in their teaching. Moreover, about 18% of teachers across the OECD still express a
high need for professional development in ICT skills for teaching. Finally, with 25% of school leaders reporting a
shortage and inadequacy of digital technology for instruction, this suggests teachers may be limited in their use
of ICT.

In South Africa, 62% of teachers indicated they have been trained on the use of ICT, which is higher than the
average percentage use of ICT by teachers in the OECD (56%). Of these teachers 54% were well prepared for
ICT and 38% of teachers indicated they often let students use ICT for projects or class work
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Figure 3.10: ICT for teaching
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of teachers for whom of teachers of school
who felt p ; teachers who
for whom the « use of ICT reporting a . ” leaders
“ well pre- o, ! frequently 4
use of ICT for . for teaching high level « » reporting
g pared” or or “always” let
teaching” has | « has been of need for shortage or
. very well . . . students use | .
been included ” included in professional . inadequacy
) . prepared : ICT for proj- A
in their formal their pro- development of digital
X for the use : . : ects or class
education or fessional in ICT skills technology
o of ICT for . work ) 2
training ¢ . development | for teaching for instruction
eaching L
activities
Portugal 47 40 47 12 57 55
Romania 70 70 52 21 56 50
Russia 69 72 75 15 69 32
Saudi Arabia 73 72 76 28 49 61
Shanghai (China) 79 63 77 30 24 10
Singapore 88 60 75 14 43 2
Slovak Republic 62 45 60 17 47 25
Slovenia 53 67 59 8 37 4
South Africa 62 54 53 32 38 65
Spain 38 36 68 15 51 21
Sweden 37 37 67 22 63 10
Turkey 74 71 61 7 67 22
United Arab Emirates 86 86 85 10 77 31
United States 63 45 60 10 60 19
Viet Nam 97 80 93 55 43 82
OECD average-31 56 43 60 18 53 25
Source: OECD, TALIS 2018 Database
* Participation rate of principals is too low to ensure comparability for principals’ reports and country estimates are not included in the OECD average.

Policy pointer 3.19: Building and promoting professional learning communities to disseminate innovative

practices

136.

137.
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Innovation is not something that can be mandated or instructed. The establishment of professional learning
communities could be a precondition to spreading and fostering the use of innovative practices. Past OECD reports
(Kools and Stoll, 2016, Vieluf et al., 2012[30]) have pointed out the value that professional learning communities
offer by constantly providing feedback to teachers, thus supporting incremental change and positively affecting

instructional quality and student achievement (Bolam et al., 2005, ; Louis and Marks, 1998

[31]; [32])'

The fact that school leaders report higher levels of openness towards innovation than teachers suggests that
school leaders face an important challenge in fostering a school environment open to new ideas. School leaders
can help to develop a spirit of innovation-friendliness among their staff, not only by encouraging them to readily
accept new ideas, but also by working with them in school-based professional learning communities to proactively
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identify needs for change, and making assistance available to support teachers in the process of change and in
doing things differently.

Policy pointer 3.20: Tailoring support for integrating ICT in teaching and dissemination of good practices

138. Training should move forward from just teaching the skills to master certain technology competencies to finding
ways how technology can be tailored to specific subjects and specific activities within those subjects. Also, training
focusing on ICT skills for teaching should reflect on how technology can amplify great teaching and empower
teachers to become better instructors rather than narrowly focus on the tools. These opportunities should focus
on building teachers’ competencies for dealing with technology use in the classroom.

139. Furthermore, the scope of ICT skills can be quite broad, encompassing issues as diverse as the mastery of
online search engines, managing social media, learning coding scripts, creating multimedia platforms, among
others. As teachers access more and more training, they will be more curious and will engage in exploring new
areas of technology to implement in their instruction. Educational systems should be prepared for this demand by
articulating a diverse and flexible offer on ICT training.

3.2.4.4Aim: To build the capacity of teachers and school leaders to meet the needs of diverse classrooms and
schools

140. TALIS results show that learning environments are diverse in terms of their ethnic and cultural diversity, socio-
economic diversity and students with special needs. Reflecting on the state of classroom diversity research, a
recent OECD paper stated:

Regardless of the particular terminology and conceptual framework [of classroom diversity], the debate has centred on
formal education settings with researchers analysing the processes and problems related to cultural, ethnic, linguistic,
religious or national diversity at school. In turn, researchers and practitioners search for solutions, frequently focusing
on desired teacher qualities and competencies (Forghani-Arani, Cerna and Bannon, 2019, p. 7[33})

141. With regard to solutions, the same paper further stated:

From [a] reflective standpoint teachers can treat diversity as an asset and source of growth rather than a hindrance to
student performance (Forghani-Arani, Cerna and Bannon, 2019, p. 14[33})

142. TALIS 2018 places particular attention on multicultural diversity. Indeed, the integration of world economies,
large-scale migration and surges in refugee flows have all contributed to forming more ethnically, culturally and
linguistically diverse learning environments than in the past in the countries that have been most exposed to these
phenomena. Therefore, ensuring high-quality learning experiences for this diverse student body is of particular
policy priority for countries. In 2018, working with quite diverse student populations is no longer exceptional and
is part of the reality for a number of teachers. Across the OECD, on average, 17% to 31% of teachers teach in
schools with diverse student composition, defined either by the proportion of refugee students, or of students
whose first language is different from the language of instruction, or of students with a migrant background.
And since it is not necessarily the case that the same schools have all forms of diversity at the same time, the
proportion of teachers actually working with diverse students is likely higher.

143. However, not many teachers are trained in teaching such culturally diverse classrooms. Only 35% of teachers
report that teaching in multicultural and multilingual settings was included in their formal teacher education or
training, and only 22% of teachers said it was included in their professional development activities in the last
12 months. Further, teachers who have previously taught a classroom with students from different cultures
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report that they do not feel confident in their ability to cater for the needs of diverse classrooms. When teachers
completed their formal teacher education or training, only 26% of them felt well or very well prepared for teaching
in a multicultural or multilingual setting. At the time of survey completion, 33% of teachers still do not feel able to
cope with the challenges of a multicultural classroom, on average across the OECD. Teaching in a multicultural
or multilingual setting is one of the professional development activities with the highest proportion of teachers
reporting a high need for it (15%) compared to 20% in South Africa. Alimost 40% of teachers in South Africa
reported that they can adapt their teaching to the cultural diversity of learners (see figure 3.11)

Figure 3.11: Teaching to cultural diversity

Adapt my teaching to the cultural
diversity of learners

MOTATALL TOS0OME EXTENT QUITEABIT ALOT

144. While a high percentage of teachers report high levels of self-efficacy with respect to promoting positive
relationships and interactions between students from different backgrounds, fewer teachers feel able to adapt
their teaching to the cultural diversity of students. This result signals that more efforts can be made to provide
teachers with the instructional tools to adapt their lessons. Indeed, TALIS shows that, overall, teachers who were
trained in the area of teaching in multicultural and multilingual settings in their initial and/or in-service training also
report higher levels of self-efficacy in teaching in multicultural/multilingual settings. Figure 1.4 provides a snapshot
of teaching in multicultural and multilingual settings and the development of and needs for related skills.
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Figure 3.12: Teaching in multicultural and multilingual settings

Countries/economies where indicator is above the OECD average

Countries/economies where indicator is not statistically different from the
OECD average

Countries/economies where indicator is below the OECD average

Percentage
Percentage Percentage Percentage of
of teachers Percentage
. of teachers Percentage of teachers teachers who
teaching of teachers
: for whom of teachers for whom X feel they can
in classes p ] @ « o F reporting a :
. teaching who felt “well teaching in : cope with the
with more . : » . high level
o in a multi- prepared a multicultur- challenges of
than 10% Z . of need for .
cultural or or “very well | al or multilin- : a multicultural
of students - » .« | professional
X multilingual | prepared” for | gual setting classroom
whose first L L ; development | .~ o
setting “ was | teachingina | wasinclud- | . I quite a bit
language : ; . : ; in teaching in « o
Co included in multicultural ed in their ; or “alot”in
is different . " . a multicultural )
their formal | or multilingual | professional " teaching a
from the . ; or multilingual .
education or setting development . culturally di-
language of o o setting ‘
: . training activities verse class
instruction
Alberta (Canada) 45 63 38 41 10 67
Australia 27 59 27 23 7 70
Austria 42 31 15 18 14 74
Belgium 35 31 16 13 9 81
- Flemish Comm.
(Belgium) 39 34 17 18 8 77
Brazil 4 42 44 27 44 81
Bulgaria 40 27 26 31 21 82
CABA (Argentina) 9 35 34 19 25 70
Chile 5 42 37 21 34 57
Colombia 5 47 30 29 45 90
Croatia 8 25 20 19 14 81
Czech Republic 3 16 10 14 6 65
Denmark 21 37 26 14 11 85
England (UK) 27 68 43 19 5 72
Estonia 13 28 16 25 11 70
Finland 15 29 14 20 7 69
France 16 12 8 6 17 66
Georgia 9 30 33 35 12 71
Hungary 2 19 28 15 13 84
Iceland 24 27 13 23 19 62
Israel 17 34 33 21 17 63
Italy 17 26 19 28 14 80
Japan 2 27 11 13 15 17
Kazakhstan 33 48 43 37 13 68
Korea 4 29 24 31 14 31
Latvia 23 33 32 28 11 89
Lithuania 6 23 35 18 10 67
Malta 29 38 23 27 20 65
Mexico 4 27 26 16 46 59
Netherlands 15 30 17 10 4 68
New Zealand 27 78 45 46 7 74
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Countries/economies where indicator is above the OECD average

Countries/economies where indicator is not statistically different from the

OECD average

Countries/economies where indicator is below the OECD average

Percentage
Percentage Percentage Percentage of
of teachers Percentage
. of teachers Percentage of teachers teachers who
teaching of teachers
. for whom of teachers for whom ; feel they can
in classes « X p P L reporting a .
: teaching who felt “well teaching in . cope with the
with more . : ” . high level
o in a multi- prepared a multicultur- challenges of
than 10% “ . of need for .
cultural or or “very well | al or multilin- ; a multicultural
of students - ” .. | professional
X multilingual | prepared” for | gual setting classroom
whose first N L . development | oo
setting “ was | teachingina | wasinclud- | . L quite a bit
language . ; . : : in teaching in = o
S included in multicultural ed in their ; or “alot”in
is different . - . a multicultural .
their formal | or multilingual | professional - teaching a
from the . : or multilingual .
education or setting development . culturally di-
language of o s setting ‘
: . training activities verse class
instruction
Norway 23 29 15 15 13 59
Portugal 8 21 19 14 22 94
Romania 8 37 43 22 27 72
Russia 12 31 32 24 13 83
Saudi Arabia 11 36 43 40 26 77
Shanghai (China) 3 63 52 43 22 45
Singapore 58 72 61 25 5 65
Slovak Republic 11 26 21 14 9 64
Slovenia 16 12 27 18 14 58
South Africa 62 75 67 54 20 81
Spain 22 29 26 32 18 52
Sweden 41 41 32 24 15 68
Turkey 18 33 39 27 22 55
United Arab Emirates 50 76 80 65 10 90
United States 25 70 48 42 6 66
Viet Nam 20 44 31 41 19 46
OECD average-31 18 35 26 22 15 67
1. The sample is restricted to teachers reporting that they have already taught a classroom with students from differ-
ent cultures.
Source: OECD, TALIS 2018 Database

145. Although there is no clear evidence of a global increase in school and classroom diversity, some countries
experienced a rise in the concentration of students whose first language is not the language of instruction at
school, of students from socio-economically disadvantaged homes and of students with special needs. However,
a global trend does transpire in teachers’ reported needs for training in dealing with student diversity. Between
2013 and 2018, there has been a global increase in the share of teachers expressing a high need for training in
teaching in a multicultural or multilingual setting, suggesting that teachers see this as a phenomenon likely to rise
in importance in the future, if not already a pressing issue for them.

146.

In South Africa, teachers teach a significantly high number of learners whose first language is different from the

language of instruction. In one of the more cosmopolitan province (Gauteng), more than 70% of teachers teach
in classes where this is the case (see figure 3.13). This is largely due to the language of instruction being offered
only in English and Afrikaans, which is two of the 11 official languages spoken in South Africa.
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147. Although multicultural diversity is not universally shared among the countries and economies participating in
TALIS, one issue that is of universal relevance relates to the inclusion of students with special needs in regular
learning environments. This issue is of particular priority for all education systems worldwide. On average across
the OECD, 31% of teachers work in schools with at least 10% of students with special needs. Particularly, in at
least seven education systems, more than half of the teachers work in schools with at least 10% of students with
special needs. Although, on average, across the OECD, 62% of teachers were trained as part of their formal
teacher education or training to teach in mixed-ability settings, only 44% of teachers on average felt prepared to
teach in mixed-ability settings when they finished their studies. Furthermore, although 43% of teachers on average
participated in professional development activities including teaching students with special needs, training in
teaching special needs students is the professional development topic with the highest percentage of teachers
reporting a high need for it (22%). While participation in professional development on this topic has experienced
one of the highest increases between 2013 and 2018, the percentage of teachers reporting a high need for it has
also experienced one of the highest increases in the same period. Finally, on average across the OECD, 32%
of school principals report that delivery of quality instruction in their school is hindered by a shortage of teachers
with competence in teaching students with special needs. This shortage ranks among the most frequent resource
issues reported by school principals. Figure 1.5 provides a snapshot of teaching special needs students as well
as of the development of and need for related skills.

N
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Figure 3.14. Teaching special needs students

Countries/economies where indicator is above the OECD average

Countries/economies where indicator is not statistically different from the
OECD average

Countries/economies where indicator is below the OECD average

Percentage Percentage
Percentage fgrf \’:\?r?g:wetrr?e PIETEE A Offotre \?\/ﬁgizs Efe trg:g:]ae?g FETEETIERE ©F
p : of teachers “ . ; school leaders
of teachers teaching who felt “well teaching reporting a reporting
teaching in a mixed- prepared” students high level shortage of
in classes ability « with special of need for .
. o7 or “very well ,, : teachers with
with more setting » needs” was | professional
than 10% of | hasbeen |PrePared forl Winoyqeq | development | cOmPetence
special needs | included in HEEE Y 17 ) in their in teaching I (L i
. mixed-ability ; ; students with
students their formal : professional | students with )
X setting ) special needs
education or development | special needs
training activities
Alberta (Canada) 32 77 44 47 11 14
Australia* 29 74 38 58 12 18
Austria 23 52 27 23 16 14
Belgium 52 66 37 35 18 56
- Flemish Comm.
(Belgium) 53 70 41 38 13 39
Brazil 11 73 71 40 58 60
Bulgaria 8 42 37 39 27 18
CABA (Argentina) 3 57 51 23 36 18
Chile 55 76 68 55 38 27
Colombia 9 70 54 42 55 68
Croatia 10 47 28 67 36 25
Czech Republic 24 34 18 53 15 30
Denmark 33 67 45 29 19 33
England (UK) 41 90 69 57 6 23
Estonia 14 51 24 57 26 47
Finland 26 73 35 30 12 15
France 40 49 25 30 34 70
Georgia 4 35 39 51 22 14
Hungary 21 71 76 45 22 35
Iceland 40 55 26 30 17 13
Israel 27 73 59 33 25 41
Italy 37 57 37 74 15 48
Japan 21 64 26 56 46 44
Kazakhstan 5 76 67 32 14 17
Korea 6 64 50 25 13 20
Latvia 9 50 42 50 20 26
Lithuania 11 45 52 53 21 20
Malta 23 64 36 31 20 29
Mexico 8 71 72 28 53 34
Netherlands 46 44 27 42 12 21
New Zealand 17 83 49 32 15 24
Norway 35 60 25 31 18 18
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Countries/economies where indicator is above the OECD average
Countries/economies where indicator is not statistically different from the
OECD average
Countries/economies where indicator is below the OECD average
Percentage Percentage
of teachers Percentage of teachers Percentage Percentage of
Percentage | for whom the of teache%s for whom of teachers school Ieag ders
of teachers “teaching p “teaching reporting a .
. . . who felt “well ; reporting
teaching in a mixed- repared” students high level shortage of
in classes ability brep with special of need for 9e o
. c 7 or “very well ,, : teachers with
with more setting e needs” was | professional competence
than 10% of has been | Prepared. included development -ompetel
. . . teaching in a : ; : : in teaching
special needs | included in mixed-abilit in their in teaching students with
students their formal settin y professional | students with special needs
education or 9 development | special needs P
training activities
Portugal 19 45 39 30 27 48
Romania 12 80 77 33 35 45
Russia 5 73 72 55 15 11
Saudi Arabia 9 77 70 26 29 52
Shanghai (China) 8 80 69 46 25 20
Singapore 19 79 54 35 20 17
Slovak Republic 22 57 36 37 26 30
Slovenia 31 46 57 54 23 28
South Africa 29 76 67 34 39 53
Spain 19 35 28 37 28 25
Sweden 40 73 61 46 18 30
Turkey 11 66 65 52 16 37
United Arab Emirates 16 87 88 69 18 42
United States 51 81 56 56 9 28
Viet Nam 7 88 72 50 26 58
OECD average-31 27 62 44 43 22 32
Source: OECD, TALIS 2018 Database
* Participation rate of principals is too low to ensure comparability for principals’ reports and country estimates are
not included in the OECD average.

Policy pointer 3.21: Incorporating teaching strategies for diverse settings in the curricula of initial and in-
service teacher training

148. Countries and economies need to ensure that teachers are prepared to teach multicultural, multilingual and
mixed-ability classrooms. In response to these realities, education systems need to have a systemic framework
to prepare the teaching workforce to teach in diverse settings, including in diverse multicultural environments,
by including this issue in the vision, planning and curricular design of initial training and in-service professional
development opportunities.

149. Training systems could also offer opportunities for student teachers to study abroad as part of their formal teacher
education or training. This would allow future teachers to develop intercultural and interpersonal skills useful for
teaching culturally diverse classes.

150. School leaders can also play a role to foster a school-wide approach to professional development in teaching

multicultural, multilingual and mixed-ability classrooms by organising school-embedded professional development
activities targeted to the type(s) of diversity relevant to their school composition. They may also take into account
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teachers’ ability and preparedness to teach in diverse environments when allocating teachers to specific
classrooms, and make sure to team up teachers with more and less experience in this area together to learn from
one another.

Policy pointer 3.22: Implementing school-level policies and practices to make the most of diversity

151.

Countries and economies also need to equip and grant enough autonomy to school leaders so that they can design
and implement school-level policies and practices capable of supporting the learning of all students, irrespective
of their abilities, learning needs, and social or cultural origins. These policies and practices can include information
sessions for students about ethnic and cultural discrimination and how to deal with it and meetings with teachers
to discuss how to integrate global issues throughout the curriculum. For countries and economies with a stronger
tradition of promoting multiculturalism, school leaders could consider organising multicultural events or supporting
activities that encourage students to express diverse cultural identities and celebrate the richness of diversity.

Policy pointer 3.23: Reinforcing the provision, support and training for teaching special needs students

152.

153.

154.

Education systems should develop strategic policy actions to improve the quality and number of teachers
equipped to teach special needs students as they are increasingly enrolled in regular schools and classes. High-
quality teacher training for special needs education should be included for all teacher candidates as well as in-
service teachers. Specific competencies related to teaching in inclusive classrooms should be included in national
standards frameworks for teachers.

The high need for training reported by teachers could signal that teachers’ schools do not have the necessary
resources in terms of infrastructure or educational resources to support the teachers serving this population. A
special financial subsidy for mainstream schools that serve special needs students could improve the situation of
both human and educational resources, e.g. to recruit teacher aides.

It is also important to invest in training for the detection and diagnosis of special needs students. What teachers
perceive as issues (e.g. misbehaving students, low performers) could have other explanations (e.g. undiagnosed
special needs). Misdiagnosis is costly for both students, teachers and education systems as a whole, so more
effort is warranted on this front.

3.2.4.5Aim: To foster a school and classroom climate conducive to student learning and well-being

155.

156.

157.
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An important issue for policy makers, principals, teachers and parents alike is to ensure that schools be safe
environments, that classroom climate be conducive to student learning, and that relationships among students
and with school staff be conducive to their development and well-being. Fortunately, on average across the
OECD, schools in 2018 are, for the most part, immune from weekly or daily school safety incidents and, thus,
provide students with safe learning environments.

However, one issue stands out in the reports of school principals on school safety: reports of regular incidents
related to intimidation or bullying among students are significantly higher than for the other school safety incidents,
occurring at least weekly in 14% of schools, on average across the OECD. In TALIS 2018, a new item asks
principals about the frequency of a student or parent/guardian reporting posting hurtful information on the Internet
about students — akin to cyberbullying — in addition to the item, already in TALIS 2013, asking about the frequency
of intimidation or bullying. Contrasting daily or weekly incidents of bullying in 2013 with daily or weekly incidents of
either bullying or posting of hurtful information on the Internet (in 2018) reveals that, unlike common expectations,
quite a few countries and economies have experienced a reduction in the frequency of this phenomenon. Butin a
few systems, their frequency has increased according to principals, which calls for close monitoring and specific
action.

Moving on to the classroom level, TALIS 2018 results suggest that relations between teachers and their students
are extremely positive. On average across OECD countries and economies participating in TALIS, 95% of teachers



158.

159.

SOUTH AFRICA — Summary of Key Findings

concur that teachers and students usually get on well with one another — up from the percentage in 2008 for most
countries with available data. Change in student-teacher relations over time also reveals that teachers’ belief in
the importance of student well-being has progressed in the vast majority of countries since 2008.

However, quite a few teachers face classroom disciplinary issues. More specifically, 29% of teachers report that
they “lose quite a lot of time because of students interrupting the lesson” and a significant share of teachers do not
feel they can resolve this situation. In particular, 17% of teachers do not feel that they can calm a student who is
disruptive or noisy. TALIS data allows the extent to which teachers are supported in this aspect of teaching to be
examined. Looking at their formal education and training, 72% of teachers on average across the OECD report
having received initial training in student behaviour and classroom management, a share that is low compared
to that of teachers receiving training in subject content, pedagogy and classroom practice. In addition, only 53%
of teachers report that they felt prepared for this aspect of their work when they completed their initial education
or training.

Across the OECD, only 49% of teachers report that they received training in student behaviour and classroom
management as a part of their recent professional development activities. While 83% of teachers feel that they
can calm a student who is disruptive or noisy, a considerable share of teachers (14%) across the OECD express a
high need of professional development in student behaviour and classroom management. The issue of managing
disciplinary issues is particularly pressing and stands as an impediment to instructional quality in schools as TALIS
data shows that 29% of teachers express that they lose quite a lot of time because of students interrupting the
lesson. Figure 1.6 provides a snapshot of teachers’ training, self-efficacy and challenges with regard to student
behaviour and classroom management.
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Figure 3.15. Student behaviour and classroom management

Countries/economies where indicator is above the OECD average
Countries/economies where indicator is not statistically different from the
OECD average
Countries/economies where indicator is below the OECD average
Percentage Percentage
Percentage | Percentage | of teachers | Percentage of teachers
of teachers of teachers for whom of teachers IR —
for whom who felt “well | “student be- | reportinga | Percentage of - “strcg)n ]
“student be- prepared” | haviour and high level teachers who v agre e%
haviour and | or “very well | classroom of need for feel that they t)l'l1atgthe
classroom prepared” manage- professional can calm a ey
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management” | for student ment” was | development | student who is lot of time
was included | behaviour included in | in student be- | disruptive or because
in their formal | and class- their pro- haviour and noisy of students
education or | room man- | fessional de-| classroom interruptin
training agement velopment | management the Ies‘,)sor?
activities
Alberta (Canada) 87 56 45 4 85 26
Australia 84 45 44 5 81 29
Austria 54 21 36 17 85 27
Belgium 73 37 40 10 86 42
- Flemish Comm.
(Belgium) 77 43 46 8 93 41
Brazil 75 83 64 19 91 50
Bulgaria 50 46 57 22 88 32
CABA (Argentina) 66 65 40 9 88 35
Chile 76 66 52 17 82 40
Colombia 84 77 70 21 97 22
Croatia 54 38 54 23 82 17
Czech Republic 54 30 45 17 83 18
Denmark 63 53 33 6 96 22
England (UK) 94 68 47 3 84 27
Estonia 79 44 59 17 75 17
Finland 71 29 30 9 76 32
France 55 22 24 13 76 40
Georgia 80 80 84 21 87 7
Hungary 76 81 59 13 94 23
Iceland 58 28 37 19 85 41
Israel 74 59 56 22 82 29
Italy 58 48 65 16 90 24
Japan 81 39 48 43 60 8
Kazakhstan 88 84 83 21 84 10
Korea 66 56 76 28 79 39
Latvia 81 67 66 20 81 21
Lithuania 71 72 69 21 87 16
Malta 83 49 46 11 82 35
Mexico 84 90 62 12 82 20
Netherlands 85 57 58 9 92 33
New Zealand 90 57 47 5 82 31
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Countries/economies where indicator is above the OECD average
Countries/economies where indicator is not statistically different from the
OECD average
Countries/economies where indicator is below the OECD average
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in their formal | and class- their pro- haviour and noisy of students
education or | room man- | fessional de-| classroom interruotin
training agement velopment | management the Iespsor?
activities
Norway 74 50 52 11 80 25
Portugal 62 47 42 18 97 43
Romania 85 82 61 17 89 18
Russia 82 82 77 14 80 10
Saudi Arabia 87 81 74 16 93 26
Shanghai (China) 89 76 80 31 92 10
Singapore 91 65 54 9 79 33
Slovak Republic 62 46 33 19 81 31
Slovenia 37 62 46 16 83 30
South Africa 93 82 79 16 89 41
Spain 40 35 48 14 74 45
Sweden 70 55 41 8 80 27
Turkey 92 88 61 6 90 33
United Arab Emirates 92 92 80 8 92 23
United States 85 61 56 5 79 26
Viet Nam 99 95 94 68 91 12
OECD average-31 72 53 50 14 83 29

Source: OECD, TALIS 2018 Database

Policy pointer 3.21: Implementing system- and school-level policies and practices to combat all forms of bullying

160. Teachers and school staff have a crucial role to play in preventing bullying by working with students closely to
build strong and healthy interpersonal relationships. School-level disciplinary policies can focus on monitoring
and supervision of all students, communication and partnership among teachers, parent-teacher meetings and
classroom management. Furthermore, information sharing and supportive communication is important in helping
students cope with the harmful effects of being bullied. School programmes should educate students on measures
to take when witnessing bullying, which can help schools identify incidents of bullying promptly and develop
suitable responses. Finally, the inclusion of social emotional learning in regular classroom hours can improve the
interpersonal and intrapersonal skills of students and build an overall healthy environment in the school.

161. As part of an education systems’ role in providing welcoming, respectful and safe learning environments, system-
level policies should establish a code of conduct for students in order to combat bullying as a national priority,
and develop monitoring frameworks. This can ensure that all schools are held accountable for implementing

measures against bullying and encourage this issue to be viewed as a shared responsibility.
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Policy pointer 3.24: Reinforcing the training of teachers and school leaders to understand the importance of
student well-being for effective learning and identify and detect bullying situations

162. Training programmes for teachers and school leaders should be updated with the most recent trends in bullying
incidents in order to better prepare schools for the emerging challenges related to student safety. Training
programmes should allow educators to communicate with one another and focus on the different avenues where
bullying incidents take place both within and outside the school environment. Support from behavioural experts
can help teachers in identifying victims of bullying and intimidation in the classroom and training from counsellors
can enable teachers to be better prepared to support all students who are victims of bullying.
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Notes

In Australia, head teachers for specific departments (English, Maths, Sciences, History...) are responsible for leading subject-

specific teams of teachers, while maintaining full teaching duties and status. They are typically part of the school executive team,

and these positions are often a stepping stone into school administration leadership roles.
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Chapter 4:
Teaching and Learning for the Future

Reviewing and analysing a rich set of subjective and more fact-based indicators, this chapter

describes what teachers do in their classrooms and how teaching has changed over the past

five to ten years. It also examines the extent to which teachers and school leaders engage in

related activities to support student learning. Finally, it describes the extent to which teachers
and schools are able to innovate in their methods of teaching and working together.
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Among the wide range of instructional practices used by teachers in class, those aimed at enhancing classroom management
and clarity of instruction are widely applied across the OECD countries and economies participating in TALIS, with at least
two-thirds of teachers using them frequently. Practices involving student cognitive activation are less widespread, with

about half of teachers using these methods.

In many countries and economies participating in TALIS, more teachers frequently provide written feedback on student
work in addition to a mark in 2018 than they did in 2013, while there is a mixed global trend regarding actively involving

students in their own self-assessment or providing immediate feedback to them.

On average across OECD countries and economies participating in TALIS, more than 80% of teachers feel confident in their
capacity to teach and manage their classroom, while over 30% of teachers report difficulties in motivating student learning,
particularly when it comes to turning around a situation where a student shows low interest in school work.

During a typical lesson, teachers spend only 78% of their classroom time on actual teaching and learning, on average across
OECD countries and economies participating in TALIS. This share is even lower in schools with a high concentration of
students from socio-economically disadvantaged homes and in classrooms taught by young and beginning teachers. In the
past five to ten years, classroom time spent on actual teaching and learning has decreased in about half of the countries
and economies participating in TALIS.

In almost half of the countries and economies participating in TALIS, during a typical workweek, teachers teach a higher
number of hours than five years ago, while the total number of hours spent on planning and preparing lessons as well as
general administrative work has decreased.

Overall, a vast majority of teachers and school leaders view their colleagues as open to change and their schools as places
that have the capacity to adopt innovative practices. However, this viewpoint is less common in European countries than in
other parts of the globe.

Introduction

As the recent OECD report, Teaching for the Future: Effective Classroom Practices To Transform Education
(OECD, 2018[1]) states in its foreword: “Teaching is now more dynamic, challenging and demanding than ever
before. Teachers and school leaders are expected to continuously innovate, adapt, and develop their teaching
and school practices to equip all students with the skills and knowledge they will need to succeed in life and work.”
Teachers are the most important school-related influence on student learning. They inspire students to innovate,
think and reflect deeply, and work in collaboration with others. It is, therefore, very important to understand how
teachers achieve these objectives in their classrooms and how school leaders support and guide them with these
tasks.

The goal of this chapter is to consider teachers and school leaders as experts and specialists of education.
Given the importance of these notions — expertise and specialisation — to professions (Ingersoll and Merrill,
2011,), TALIS has aimed at measuring whether and how teachers and school leaders make use of specialised
knowledge, skills and practices in their jobs, based on their own opinions, and whether they see room for further
development and improvement.

What teachers do in their classroom and how they feel about it

Available research evidence points to teacher quality as the most important school variable in determining the
success of an educational system (Hattie, 2009[3]; OECD, 2005[4]). As stated in the recent OECD report, Teaching
for the Future: Effective Classroom Practices To Transform Education, an education system is effective when its
teachers use teaching practices that improve student performance and develop the full potential of all students,
regardless of their socio-economic background, native language or migrant status. However, it has proven difficult
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to understand what makes teaching “good” or “effective”. While most people can clearly remember the joy of
learning from a good teacher and the occasional frustration with poor teaching, it would be hard for many to
pinpoint the precise factors that make good teaching good and poor teaching less so. But while teaching quality
is a difficult concept to measure, it can be inferred, based on observable indicators, such as the demonstration of
improved motivation or learning gains by students, the implementation of quality processes or teachers’ perception
of self-efficacy (OECD, 2018, p. 54,,).

Using teachers’ self-reports to measure instructional quality is particularly challenging, because these reports
frequently reflect responses that the teachers consider socially desirable (Little, Goe and Bell, 2009[5]; van de
Vijver and He, 2014[6]). This measurement issue often occurs when respondents are asked to report their level
of agreement or disagreement on the importance they attribute to each instructional practice. Also, teachers find
it very difficult to talk about their pedagogies, methods and practices (Pollard, 2010[7]). Indeed, many teachers
act both consciously and unconsciously in their classroom as a response to the community of practice they are
immersed in, making it complicated to recall their practices as their own practices. Indeed, past analyses of
the TALIS-PISA link data showed that teachers from the same school tend to share a more similar approach to
teaching than two teachers working in two different schools. This suggests that teaching strategies are part of a

“teaching culture” within the school (Le Donné, Fraser and Bousquet, 2016[8])

Faced with these challenges, TALIS has developed a rich set of complementary indicators aiming to measure what
teachers do in their classrooms. TALIS asks teachers to identify a particular class chosen at random from their
teaching schedule! (hereafter “the target class”) and then respond to a series of questions about this target class
and how they teach the students. TALIS then uses fact-based questions about the frequency with which teachers
use various practices and how much time they spend on different activities in their classroom. To complement
these factual indicators, TALIS also asks teachers their opinions on how well they feel they are able to implement
certain practices and achieve certain goals.?

Effective teaching strategies

Teachers’ classroom practices are central to any study of teaching and learning, because what teachers do is the
strongest direct school-based influence on student learning outcomes (Hattie, 2009[3]). Most other school factors
influence student learning mainly because they influence teachers’ practices and thereby have a transmitted
influence on student learning. Teachers’ classroom practices embrace a number of aspects, some of which are
highly important for students’ learning outcomes, such as motivation to learn and achievement in subject areas
(i.e. mathematics and first-language learning) (Baumert et al., 2010 ; Creemers and Kyriakides, 2008, ; Hattie,

1oy
2009, ,; Isac et al., 2015, ; Kunter et al., 2013 O’Dwyer, Wang and Shields,
2015

oy

Nilsen and Gustafsson, 2016

[3r my n2p nsy

[14])'

While this chapter deliberately adopts a teacher-oriented perspective on student learning, it also acknowledges
that students bring their own family values, personal ability, motivation, well-being and school trajectory to the
classroom. These all have a powerful influence on the way students acquire new skills, knowledge, values and
attitudes, which may also influence the way teachers teach them. This chapter adopts a positive concept of
humankind, considering that all students, regardless of their social or cultural background or gender, are able to
learn, provided their learning is supported by appropriate teaching approaches.

Instructional quality is understood differently across the field of education, but there is a consensus that the
concept is multidimensional (Fauth et al., 2014, ,; Kane and Cantrell, 2010,,; Kunter and Voss, 2013, ,;; Wagner
et al,, 2013[18]). A considerable body of research exists on the impact of teaching practices on students’ learning
outcomes (Lavy, 2016,,,; Rjosk et al., 2014[20]). More specifically, TALIS asks teachers about the use of effective
instructional practices (i.e. practices that have proven to be positively associated with students’ learning outcomes).
These effective practices can be grouped into four strategies: classroom management; clarity of instruction;
cognitive activation; and enhanced activities (Figure 4.1). TALIS inquires about the frequency with which teachers
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use each practice in their target class, asking them to mark one choice among four options: “never or almost

never;

occasionally”; “frequently”; or “always”.

Classroom management is often described as the actions teachers take to ensure an orderly environment and
effective use of time during lessons (van Tartwijk and Hammerness, 2011[21]). Numerous studies have identified
classroom management as an important contributor to student learning and a strong predictor of student
achievement —see, forinstance, Baumertetal., (201 0[9]); Klusmannetal., (2008[22]); van Tartwijk and Hammerness,
(2011[21]). Large-scale international assessments of student achievement have found a positive relationship in
several countries between an orderly environment (as reported by teachers) and student achievement (Le Donné,

Fraser and Bousquet, 2016, .; Martin et al., 2013_,.; Wang and Degol, 2016

[23]; [24]; [25])'

TALIS provides insights on the things teachers do to maintain order that may already exist in the classroom or to
re-establish order. In 2018, on average across OECD countries and economies that participate in TALIS,* more
than 60% of teachers report that they frequently or always engage in practices that aim to maintain an orderly
classroom, such as telling students to follow classroom rules (71%) and listen to what they say (70%). Slightly
fewer teachers report that they frequently or always take measures to react to disruptions from students in the
classroom, such as asking students to quieten down quickly (61%), as well as calming students who are disruptive
(65%) (Figure 4.1). If quite a few teachers rarely engage in these classroom management practices, it may be
because they do not need to, either because their students take care to create a pleasant learning atmosphere
or because the teachers enjoy natural authority and do not have to keep repeating classroom rules to students.

Figure 4.1: Teaching practices

Percentage of lower secondary teachers who "frequently” or "always" use the following practices in their class ' (OECD average-31)

Classroom management ' | |

Clarity of instruction

Cognitive activation

Enhanced activities

0 20 40 60 80 100 %

Tell students to follow classroom rules

Tell students to listen to what | say
Calm students who are disruptive

When the lesson begins, tell students to quieten down quickly

Refer to a problem from everyday life or work to demonstrate wh‘____
S I N B
Present a summary of recently learned content

Explain what | expect students to learn
Explain how new and old topics are related

Set goals at the beginning of instruction

Let students practise similar tasks until | know that every student
has understood the subject matter

Give tasks that require students to think critically

Have students work in small groups to come up with a joint
solution to a problem or task !
Ask students to decide on their own procedures for solving

complex tasks ‘

Present tasks for which there is no obvious solution

Let students use ICT2 for projects or class work

Give students projects that require at least one week to complete ‘
[

1. These data are reported by teachers and refer to a randomly chosen class they currently teach from their weekly timetable.

Note: ICT (Information and communication technology)

Values are grouped by teaching strategy and ranked in descending order of the use of teaching practices within the respective teaching strategy.
Source: OECD, TALIS 2018 Database, Table BMUL.NO.TC_PRACT.
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