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Foreword
Highly qualified and competent teachers are the key for excellent education systems. This has been a constant message resulting from the Organisation for Economic Co-operation and Development (OECD) work on education through programmes such as the Programme for International Student Assessment (PISA) and the Teaching and Learning International Survey (TALIS). In a knowledge society, teachers are also increasingly seen as knowledge professionals, working at the frontline of one of society’s most important knowledge creation and transfer systems: education. But what does that mean when we qualify teachers as knowledge professionals? This has been the fundamental question for the Centre for Educational Research and Innovation (CERI) to embark on the Innovative Teaching for Effective Learning (ITEL) project.
Teachers are expected to process and evaluate new knowledge relevant to their core professional practice and to regularly update their profession’s knowledge base. This challenge is situated in a rapidly changing educational system, which is expected to deliver on “21st century skills” in increasingly more diverse classrooms, and conditioned by expanding research-based scientific knowledge base on teaching and learning. This process of continuous renewal of teachers’ professional knowledge is an important part, maybe the most important, of teachers’ professionalisation. These new demands and opportunities might require teachers to update their teaching methods, employ innovative teaching practices and mobilise various sources of knowledge. For some countries, this might entail a re-skilling of the current teaching workforce and upgrading of the profession’s knowledge base within teacher education institutions and through professional communities. Understanding what the current knowledge base looks like will help determine whether and to what extent upgrading teachers’ skills is required.
The idea for this book came about as a result of a symposium held in June 2014 that was organised by the CERI in collaboration with the Flemish Department of Education and Training. The purpose of the symposium was to bring together a group of leading experts to support the conceptual development of the ITEL project. Its purpose is to better understand the pedagogical core of the teaching profession, namely, teachers’ pedagogical knowledge, and how it relates to teachers’ professional competences and student learning.
In order to contextualise the current landscape in the field, the symposium entitled “Teachers as Learning Specialists – Implications for Teachers’ Pedagogical Knowledge and Professionalism” was developed to explore the pedagogical knowledge base of the teaching profession and investigate to what extent that knowledge is up-to-date. In particular, the Symposium aimed to provide insight into conceptual and empirical research regarding the following questions:
	What is the nature of the pedagogical knowledge base of the teaching profession?
	How is teachers’ general pedagogical knowledge conceptualised? Is it multi-dimensional, and if so, what are the various cognitive dimensions and can these be measured?

	How do teachers’ motivations and beliefs about teaching relate to their pedagogical knowledge and how can these relationships be measured?

	How does teachers’ pedagogical knowledge impact student learning outcomes?

	What is the relationship between pedagogical knowledge and teachers’ overall professional competence, and how can it be measured?



	Is the pedagogical knowledge of the teaching profession up-to-date?
	Does the knowledge base of teachers sufficiently incorporate the latest scientific research on learning? Can scientific research inform teachers about how to create effective teaching-learning environments?

	Does the current state of teachers’ pedagogical knowledge meet the expectations for teaching and learning “21st century skills”?




This publication is the first of two volumes produced as part of the ITEL project. The objective is to frame the conceptual basis for the development of an instrument to assess teachers’ pedagogical knowledge. The second volume will summarise the results of a pilot study in which the instrument was developed and show its analytical potential in exploring teachers’ professional competence, in particular, their general pedagogical knowledge.
This publication was edited by Sonia Guerriero of the Centre for Educational Research and Innovation (CERI). Within the OECD Secretariat Francesca Gottschalk, Emily Heppner, Matthew Gill, Rachel Linden and Nóra Révai provided valuable editorial support.
Dirk Van Damme
Head of the Innovation and Measuring Progress Division
Directorate for Education and Skills
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Executive Summary
Teachers possess highly-specialised knowledge that continually transforms as new knowledge emerges from practice and research or is shared through professional communities. Pedagogical knowledge, that is, knowledge of teaching and learning, refers to the specialised body of knowledge of teachers for creating effective teaching and learning environments for their students. There is agreement that competence in teaching requires a high level of pedagogical knowledge, but there is still the need to assess teacher knowledge as an outcome of teacher education systems and as a predictor of effective teaching and student achievement. These questions are important for OECD countries to improve the policies of the teaching workforce, including initial teacher education, induction and mentoring, and professional development. This publication therefore aims to summarise and synthesise conceptual and empirical work that can contribute to policy development in this area.
Pedagogical Knowledge and the Changing Nature of the Teaching Profession is based on an OECD/Centre for Educational Research and Innovation (CERI) Symposium on “Teachers as Learning Specialists – Implications for Teachers’ Pedagogical Knowledge and Professionalism” held in June 2014 in collaboration with the Flemish Department of Education and Training. It brings together research from the OECD Secretariat and papers by leading experts to examine the current status of teachers’ knowledge base and implications for the instructional process. It is structured in three parts as follows.
Teacher knowledge and the teaching profession
Knowledge dynamics may be viewed as a complex system, in which multiple actors interact to shape teachers’ knowledge. This includes the importance of empowering teacher educators and teachers themselves to take charge of teachers knowledge base.
PartI provides a broad contextual view on teachers’ knowledge by investigating the knowledge dynamics in the profession and how teachers’ knowledge is described in some key documents.
The introductory chapter by Sonia Guerriero and Karolina Deligiannidi presents a contextual overview of the teaching profession and the rationale for investigating teachers’ pedagogical knowledge.
The chapter by Nóra Révai and Sonia Guerriero reviews the literature on knowledge dynamics in the teaching profession and proposes a framework of analysis consisting of structural, functional and social dimensions. The authors argue that targeting the improvement of teacher learning, with a special focus on strengthening the links between the agents of teacher learning, is an approach that has potential to facilitate the dynamics of teachers’ knowledge.
Diana Toledo-Figueroa, Nóra Révai and Sonia Guerriero’s chapter explores how teachers’ professionalism and pedagogical knowledge are manifested through qualifications frameworks and professional standards. Using the metaphor of a “knowledge wall”, the authors illustrate how the two frameworks relate to each other and examine how different types of knowledge components are described in five professional standards.

Measuring teacher knowledge and professional competence: Challenges and opportunities
General pedagogical knowledge is relevant for high quality instruction, but teachers’ affective-motivational characteristics also matter.
Part II explores conceptual and empirical work on teachers’ pedagogical knowledge and how to measure pedagogical knowledge as an indicator of teacher quality.
First, Sonia Guerriero’s chapter reviews the empirical literature on teachers’ pedagogical knowledge. The review includes the teaching and learning process, teacher knowledge and its relationship to student learning outcomes, how teachers apply their knowledge in decision-making and how pedagogical knowledge is learned and developed. The author concludes by summarising implications for teacher education.
Sigrid Blömeke’s chapter proposes a multidimensional model of teacher competence that includes both cognitive and affective-motivational facets. Blömeke models teacher competence as a continuum that includes perception, interpretation and decision-making skills as mediating processes in the transformation of knowledge into performance. The author presents empirical studies that measure teacher competence. In particular she draws the attention to the various challenges of assessing situation-specific teacher skills.
In the next chapter, Kathleen Stürmer and Tina Seidel introduce the concept of “professional vision” to show how teachers draw on their generic pedagogical knowledge about effective teaching and learning to notice and interpret relevant features of classroom situations. The authors present a tool with which future teachers’ professional vision can be assessed. Their findings reveal that both formal and informal opportunities to learn are related to higher levels of professional vision.
In this chapter, Johannes König explores the relationship between motivations for teaching and the general pedagogical knowledge of teachers to further examine the underlying motivational factors that drive expert teaching. The empirical studies presented suggest that teaching motivations influence knowledge acquisition during initial teacher education. The author recommends further exploring the relationship between motivation and teaching in future research.
Finally, Fani Lauermann describes different theory-driven conceptualisations of teacher motivation, and explores teachers’ “self-responsibility” as a motivational construct to understand how teachers perceive their professional responsibilities. The author argues that besides knowledge and skills, teachers’ motivational characteristics, such as their beliefs about their teaching abilities, expectancies and values and perceived responsibilities are necessary ingredients of teacher professionalism. She also highlights some methodological and theoretical challenges to be addressed in future work.

21st Century Demands on Teacher Knowledge
Emerging evidence has the potential to broaden teachers’ pedagogical knowledge about student learning however more is required to be able to improve pedagogy, teacher education and professional development of teachers.
Part III is designed to be forward-looking and explores the impact of 21st century demands on teachers’ knowledge and the teaching profession.
Daniel Ansari, Johannes König, Marilyn Leask and Tracey Tokuhama-Espinosa make a case for teachers to incorporate findings from the “Science of Learning” into their knowledge base. Ansari and his colleagues argue that teachers play a key role in shaping the brains of their students. Teachers who understand basic neuroscience concepts and the mechanisms that underlie learning can enhance the cognitive engagement of their students and help realise the potential for each and every student to learn.
James Pellegrino’s chapter is based on a review on definitional issues regarding 21st century skills and terms like ‘deep learning’ and ‘transfer of knowledge.’ The author reviews the state of empirical evidence showing that these various competencies matter for success in endeavours such as education, work and other aspects of adult life, but that there are challenges in teaching for transfer and assessment.
Bringing together the work in this volume, the last chapter by Sonia Guerriero and Nóra Révai presents a new conceptual framework of teachers’ professional competence. It formulates three interconnected challenges regarding pedagogy, teacher learning and the teaching profession. Finally, the chapter proposes a study that would contribute to filling the evidence gaps and addressing the challenges highlighted in this volume.


PART I. Teachers’ knowledge and the teaching profession



Chapter 1. The teaching profession and its knowledge base1



by
Sonia GuerrieroOECD


Karolina DeligiannidiOECD


This chapter outlines the context for investigating teacher knowledge by providing a brief overview of the teaching profession. First, we summarise some of the sociological literature on professions, including how professions have been conceptualised, what their main attributes are and how teaching is seen within these approaches. Second, we review the main factors that have exerted influence on the status of the teaching profession such as autonomy, governance, self-regulation and teacher education. These reflections prompt questions on teachers’ scientific knowledge base, their professional competence and how the two are related. Questions raised in this introduction provide the rationale for this publication: the need to derive evidence-informed suggestions for educational policy and future research by examining the current state of teachers’ pedagogical knowledge and implications for the instructional process.


To introduce the major policy and research issues concerning teachers and knowledge, this chapter provides the reader with a contextual overview of the teaching profession. Scholars from different fields have been trying to operationalise what a profession is and what its attributes are. The status of teaching as a profession has been largely debated. This chapter is not meant to provide an extensive review of literature; rather it introduces some of the arguments in this debated field and thus serves as a rationale for investigating teachers’ pedagogical knowledge as a component of professional competence.


Contextualising the teaching profession

In recent decades the teaching profession has been on the policy agenda of most OECD countries and partner economies. Some of the key issues include how to attract motivated and high-achieving candidates to the profession, how to retain quality teachers and how to improve initial teacher education and professional development. The teacher clearly contributes to student learning and achievement, and the empirical research base showing the value of high quality teachers in learning outcomes is growing. For example, even after accounting for prior student learning and family background characteristics, several studies indicate that teacher quality is an important factor in determining gains in student achievement (Darling-Hammond, 2000; Hanushek, Kain and Rivkin, 1998; Muñoz, Prather and Stronge, 2011; Wright, Horn and Sanders, 1997).

Often, the status of the profession has been implicated in the recent challenge in recruiting and retaining good teachers. The teaching profession is perceived to have a lower status than other professions such as medicine, law or engineering (Ingersoll and Merill, 2011). However, defining what is meant by the status of a profession in general, and the status of the teaching profession in particular has long been debated. In 1966, the United Nations Educational, Scientific and Cultural Organization (UNESCO) and the International Labour Organisation (ILO) addressed the importance of the status of the teaching profession. The publication “The ILO/UNESCO Recommendation concerning the Status of Teachers” states that:

“the expression ‘status’ as used in relation to teachers means both the standing or regard accorded them, as evidenced by the level of appreciation of the importance of their function and of their competence in performing it, and the working conditions, remuneration and other material benefits accorded them relative to other professional groups.” (UNESCO/ILO, 2008: 21).


Commonly, the word “status” is used as a generic term to indicate social standing. Scholars, however, have proposed to operationalise the concept by decomposing it. For example, Hoyle (1995a; 2001) proposes to distinguish occupational status from occupational prestige and esteem. According to Hoyle (2001), occupational status is the category to which knowledgeable groups (e.g. politicians, sociologists) allocate an occupation. On the other hand, occupational prestige is “the public perception of the relative position of an occupation in a hierarchy of occupations” (Hoyle, 2001: 139), whereas occupational esteem is “the regard in which an occupation is held by the general public by virtue of the personal qualities which members are perceived as bringing to their core task” (Hoyle, 2001: 147). In their usage of the word, UNESCO/ILO appear to be referring to the concepts of prestige and esteem.

Status is a relative concept and shows cross-cultural variation (Hargreaves, 2009). In the review which follows, we show that the status of the teaching profession is closely linked to whether teaching is (or is not) acknowledged as a profession. Sociologists have been interested in the study of professions for a long time, and we briefly review some of this debate as it relates to teaching, before returning to discussing the status of the teaching profession specifically.

What is a profession?

There are different approaches to characterising professions and those that are based on determining criteria may emphasise different elements. Many scholars have written about the distinction between professions and semi-professions, and for one reason or another, some have characterised teaching as a semi-profession (e.g. Hoyle, 2001; Howsam et al., 1985; Krejsler, 2005; Ingersoll and Merrill, 2011). For example, Howsam et al. (1985), who use a taxonomic approach to defining professions, conclude that teaching is a semi-profession because it does not have all the characteristics of a profession, as illustrated in Box 1.1.



Box 1.1. Characteristics of a profession


	Professions are occupationally related social institutions established and maintained as a means of providing essential services to the individual and society.


	Each profession is concerned with an identified area of need or function (e.g. maintenance of physical and emotional health, preservation of rights and freedom, enhancing the opportunity to learn).


	Collectively and individually the profession possesses a body of knowledge and a repertoire of behaviours and skills (professional culture) needed in the practice of the profession; such knowledge, behaviour and skills normally are not possessed by the non-professional.


	The members of the profession are involved in decision making in the service of the client, the decisions being made in accordance with the most valid knowledge available, against a background of principles and theories, and within the context of possible impact on other related conditions or decisions.


	The profession is based on one or more underlying disciplines from which it draws basic insights and upon which it builds its own applied knowledge and skills.


	The profession is organised into one or more professional associations which, within broad limits of social accountability, are granted autonomy in control of the actual work of the profession and the conditions which surround it (admissions, educational standards, examination and licensing, career line, ethical and performance standards, professional discipline).


	The profession has agreed-upon performance standards for admission to the profession and for continuance within it.


	Preparation for and induction to the profession is provided through a protracted preparation programme, usually in a professional school on a college or university campus.


	There is a high level of public trust and confidence in the profession and in individual practitioners, based upon the profession’s demonstrated capacity to provide service markedly beyond that which would otherwise be available.


	Individual practitioners are characterised by a strong service motivation and lifetime commitment to competence.


	Authority to practice in any individual case derives from the client or the employing organisation; accountability for the competence of professional practice within the particular case is to the profession itself.


	There is relative freedom from direct on-the-job supervision and from direct public evaluation of the individual practitioner. The professional accepts responsibility in the name of his or her profession and is accountable through his or her profession to the society.




Source: Howsam, R. B., et al. (1985), “Educating a profession”, http://eric.ed.gov/?id=ED270430.



Professions and semi professions

Howsam et al. (1985) classify teaching as a semi-profession because it lacks one of the main identifying characteristics of a full profession: professional expertise. They argue that teaching lacks a common body of knowledge, practices and skills that constitute the basis for professional expertise and decision-making. This is a consequence of the practice of teaching not being founded upon validated principles and theories. In their view, few teachers use existing scientific knowledge, nor do they contribute to building a scientific knowledge base through the development of principles, concepts and theories or to validating practices. As a consequence, there are no agreed-upon performance standards for evaluating teachers to continue in the profession. Importantly, the quality of the preparation of teachers and induction into the profession is poor as a consequence of the absence of a common body of scientific knowledge underpinning professional expertise and transmitted via teacher educators during initial teacher education.

Likewise, Hoyle (1995b) argues that teaching satisfies some but not all criteria of a profession. His defining criteria, also within a taxonomic perspective, are somewhat different from those of Howsam et al., but there are some important similarities. For example, in characterising full professions, Hoyle (1995b: 12) argues that “although knowledge gained through experience is important, this recipe-type knowledge is insufficient to meet professional demands and the practitioner has to draw on a body of systematic knowledge”. Furthermore, in the case of professions, the acquisition of knowledge and development of specific skills requires a lengthy period of higher education and training, during which the practitioner undergoes a process of socialisation to the professional values, centred on the client’s interests and made explicit through a code of ethics. Like Howsam et al., Hoyle considers decision-making to be an important characteristic of professions because professions require the practice of skills in situations that are not routine and where professional judgement, based on a systematised body of knowledge, will need to be exercised when encountering new problems. Both scholars stress the importance of autonomy over professional judgement regarding daily practice, as well as autonomy over control of regulating the profession, such as the setting of admissions criteria, performance standards and licensing.

A semi-profession meets some, but not all, of the criteria for professions. For example, Etzioni (1969) describes semi-professions as occupations where training is shorter, status tends to be less legitimated, there is a less established right to privileged communication, a less specialised body of knowledge and less autonomy from supervision or societal control than professions. In some cases, semi-professions are occupations that are in the process of becoming professions through a process known as “professionalisation”. This process refers to achieving the status of a profession (Evetts, 2012), or “the degree to which occupations exhibit the structural or sociological attributes, characteristics and criteria identified with the professional model” (Ingersoll and Merrill, 2011: 186). Box 1.2 illustrates the characteristics of semi-professions as proposed by Howsam et al. who compiled the characteristics from various sources.



Box 1.2. Characteristics of a semi-profession


	Lower in occupational status.


	Shorter training periods.


	Lack of societal acceptance that the nature of the service and/or the level of expertise justifies the autonomy which is granted to the professions.


	A less specialised and less highly developed body of knowledge and skills.


	Markedly less emphasis on theoretical and conceptual bases for practice.


	A tendency for the professional to identify with the employment institution more and with the profession less. (This difference is not due to the condition of employment, but to the identity of the practitioners.)


	More subject to administrative and supervisory surveillance and control.


	Less autonomy in professional decision-making with accountability to superiors rather than to the profession.


	Management of organisations within which semi-professions are employed by persons who have themselves been prepared and served in that semi-profession.


	Absence of the right of privileged communication between client and professional.




Source: Howsam, R. B., et al. (1985), “Educating a profession”, http://eric.ed.gov/?id=ED270430



The concept of professionalism

Defining when an occupation is or is not a profession is closely related to the discourse of professionalism. For example, Freidson (2001) names two basic assumptions underlying the professionalism of an occupation: (1) unique and specialised tasks that can only be performed by members of the occupation who have the required formal training and experience and (2) work that cannot be standardised, rationalised or commodified. Freidson (2001: 2) defines professionalism as a “set of interconnected institutions providing economic support and social organisation that sustains the occupational control of [the] work”. Professionalism exists “when the organized occupation gains the power to determine who is qualified to perform a defined set of tasks, to prevent all others from performing that work, and to control the criteria by which to evaluate performance” (Freidson, 2001: 12). The ideal elements of professionalism as proposed by Freidson are illustrated in Box 1.3.



Box 1.3. Elements of professionalism


	Specialised work in the officially recognised economy that is believed to be grounded in a body of theoretically based, discretionary knowledge and skill and that is accordingly given special status in the labour force


	exclusive jurisdiction in a particular division of labour created and controlled by occupational negotiation


	a sheltered position in both external and internal labour markets that is based on qualifying credentials created by the occupation


	a formal training programme lying outside the labour market that produces the qualifying credentials, which is controlled by the occupation and associated with higher education


	an ideology that asserts greater commitment to doing good work than to economic gain and to the quality rather than the economic efficiency of work.




Source: Freidson, E, (2001), Professionalism, the Third Logic, Polity, Cambridge.



The concept of professionalism can also be used to describe the attitudes and psychological attributes of members of a profession or of those aspiring to be professionals (Ingersoll and Merrill, 2011). Pratte and Rury (1991, as cited in Shon, 2006: 4) define professionalism as “an ideal to which individuals and occupational groups aspire in order to distinguish themselves from other workers”. Thus, professionalism could be perceived as an occupational value.

Hargreaves (2000) investigated the historical processes underlying the development of teacher professionalism among several different countries and identified four phases: the pre-professional age, the age of the autonomous professional, the age of the collegial professional and the age of the post-professional or postmodern professional. Teaching in the pre-professional era was considered to be “technically simple”. It employed the transmission method of teaching, and training occurred through apprenticeships by observing more experienced teachers. Beginning in the 1960s, during the age of the autonomous professional, teacher salaries increased and teacher education was increasingly based on university courses. Teaching practice and classroom pedagogy became subjects of inquiry. During the age of the collegial professional, beginning in the 1980s, teachers became members of professional communities. Teachers participated in professional collaborations and teacher education was moved to universities. However, the 1980s also saw the introduction of educational reforms and increasing complexity in education governance. By consequence, teachers’ roles and responsibilities began to change. The current post-professional age is being influenced by economics, globalisation and digital communication, and these changes are bringing further uncertainty to teachers’ professionalism. As a consequence, the status of the teaching profession, as it relates both to its prestige as well as to its governance, is being influenced by various factors, including sociological, political, cultural and economic ones.

The status of the teaching profession

The above review suggests that one reason the status, or social standing, of the teaching profession is difficult to define could be due to teaching being placed more along the lines of a semi-profession than a profession. There are several interrelated core characteristics of professions which are not necessarily apparent in the teaching profession: (1) a profession-specific, systematised and scientific body of knowledge that informs the daily activities of practitioners; (2) a lengthy period of higher education training and induction, and continuous professional development and (3) autonomy, both in connection with the right to exercise professional judgement and decision-making in practice and in governance over the profession. These three characteristics are at the heart of a profession. At the same time, new scientific knowledge is continuously incorporated into the profession often by practitioners themselves, as they have the expertise for evaluating the applicability of new research for practice. Due to their specialised knowledge and lengthy training, the practitioner is granted the freedom, autonomy and trust to decide on the most appropriate course of action by members of society, as well as self-regulation and autonomy over governance. Governance and self-regulation seem to be closely associated with professional autonomy, and it can be argued that a profession that does not have control over itself is by consequence less prestigious.

Teaching governance and autonomy

Indeed, issues of governance and self-regulation are two factors that have exerted a strong (often negative) influence on the status of the teaching profession in recent years. Hargreaves (2000) argues that, up until the collegial era, the occupational changes in teaching had been moving toward increasing teacher autonomy and by consequence teacher professionalism. However, since then and continuing today, the intensification of educational reforms and governance structures that are becoming increasingly more complex are eroding teachers’ autonomy, resulting in a path towards the de-professionalisation of teaching. Some argue that teachers have lost whatever autonomy they might have had in decision-making over pedagogical theory and their classrooms and have become functionaries or employees of hierarchical organisations (Lortie, 1975 in Biddle, 1995). Performance-based compensation schemes are an example of how teachers are perceived as employees who are expected to achieve certain outcomes in order to earn their salaries. Other evidence suggests, to the contrary, that recent decentralisation trends increase schools’ autonomy and also enlarges professional autonomy of teachers (Burns and Köster, 2016). Regardless of these arguments, a number of scholars have similarly argued that autonomy is one of the basic elements of teacher professionalism (Whitty, 2008; OECD, 2016a) and one of the key identifying characteristics of a profession (e.g. Etzioni, 1969; Hoyle, 1995b; Howsam et al., 1985; Reagan, 2010).

The extent of autonomy in the teaching profession is context dependent and varies both between and within countries. Within each context, the extent of autonomy granted to teachers will be the result of how the profession is governed at local or regional, national and international levels, and in the case of the teaching profession, its governance is dependent on the governance of education as whole. To illustrate the complexity involved in the governance of the teaching profession, Figure 1.1 displays some of the major factors (and this is not an exhaustive set) that come into play in the governance of the profession – much of them having to do with the increase in accountability of education systems in recent decades. For example, the extent of decision-making power that teachers have over factors such as school inspections, teacher appraisal, performance standards, credentialing and licensure, will determine the degree of autonomy teachers have over their profession in their context. According to Hargreaves and Flutter (2013), the increasing emphasis on accountability through national or international tests of student performance is likely to influence the status of the profession. This is related to issues of trust in the profession; whether teachers are considered responsible for what they do and how they can affect the extent to which they are trusted, and by consequence whether their profession as a whole is trusted.



Figure 1.1. Factors affecting the governance of the teaching profession

[image: graphic]


The less decision-making power granted to teachers within this complex system, the less autonomous the profession. By consequence, the profession is perceived as less prestigious. Indeed, empirical data exist to support this relationship. The Teaching and Learning International Survey (TALIS), which collects teachers’ self-reported perceptions about the learning environment and working conditions in their schools, shows a strong positive association between the extent that teachers participate in decision-making and the likelihood that society values teaching as a profession (OECD, 2014a). In countries where teachers are not included as decision-makers, the teaching profession is less likely to be valued in society.

Governance and autonomy are just two of the factors that are frequently debated in the literature related to their influence over the status of the teaching profession. There are a range of other factors which in combination interact in complex ways to determine the resulting status, as illustrated in Figure 1.2 (in no particular order). Two that have been debated at length by policy makers and economists alike are salary and working conditions. In writings related to the sociology of professions, Hoyle (1995b) identified one noteworthy characteristic of full professions that does not appear in the list of Howsam et al. (1985). According to Hoyle (1995b: 13), “lengthy training, responsibility, and client-centeredness are necessarily rewarded by high prestige and a high level of remuneration”. Likewise, in the UNESCO/ILO (2008: 21) recommendation, the word “status” is used to refer to “the working conditions, remuneration, and other material benefits accorded them [teachers] relative to other professional groups”.



Figure 1.2. Possible determinants of the status of the teaching profession

[image: graphic]


Indeed, salary and working conditions are often implemented as policy levers for improving the profession’s prestige. This is because in most OECD countries and partner economies teacher salaries are lower compared to occupations requiring equivalent levels of education, and the salary difference is often cited as one of the primary reasons for the perception of the profession’s lower status. For example, OECD data indicate that across OECD countries primary-school teachers earn on average 81% of the salary of a tertiary-educated 25-64 year-old full-time, full-year worker; lower-secondary teachers are paid 85% of that benchmark; and upper-secondary teachers are paid 89% of that benchmark salary (OECD, 2016b). In terms of working conditions, factors often cited as negatively impacting the profession’s status include large class sizes, long teaching hours, excessive workloads, poor job security, lack of instructional resources, poor school safety, little or no access to professional development opportunities and excessive administrative duties...
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			Éditions e-pub de l’OCDE – version bêta

			
			Félicitations et merci d’avoir téléchargé l’un de nos tout nouveaux ePub en version bêta.


			
			Nous expérimentons ce nouveau format pour nos publications. En effet, même si l’ePub est formidable pour des livres composés de texte linéaire, le lecteur peut être confronté à  quelques dysfonctionnements  avec les publications comportant des tableaux et des graphiques  – tout dépend du type de support de lecture que vous utilisez.


			Afin de profiter d’une expérience de lecture optimale, nous vous recommandons :


			
						D’utiliser la dernière version du système d’exploitation de votre support de lecture.


						De lire en orientation portrait.


						De réduire la taille de caractères si les tableaux en grand format sont difficiles à lire.


			


			Comme ce format est encore en version bêta, nous aimerions recevoir vos impressions et remarques sur votre expérience de lecture, bonne ou autre,  pour que nous puissions l’améliorer à l’avenir. Dans votre message, merci de bien vouloir nous indiquer précisément quel appareil et quel système d’exploitation vous avez utilisé ainsi que le titre de la publication concernée. Vous pouvez adresser vos remarques à l’adresse suivante :
			sales@oecd.org


			Merci !


		

	

OEBPS/images/graphics/g1-02.jpg
Governance

and self-
Economy regulation Salary and
(supply and working
demand) conditions

Initial training, Ease and
induction and access to the
continued learning profession

growth

Quality of
prospective
applicants

Career
development
and progression

STATUS OF THE TEACHING
PROFESSION

Accountability

and Feminised
performance profession
appraisal

Professional
autonomy
over practice

Specialisation
of knowledge
and skills

Children as
clients

A

Media





OEBPS/images/graphics/g1-01.jpg
International
Teacher
Unions

National
Government

Legislation

Initial Continuous
Teacher Professional

Education Development Teachers
Unions
: ’ Local 4
Administration Government Parents Appraisals
Funding/

Budgets School

Leaders Inspection

Standards/
Licensure





OEBPS/images/logos/logo-oecd_en.png
&) OECD

BETTER POLICIES FOR BETTER LIVES






