Managing Teachers

The centrality of teacher management to quality
education. Lessons from developing countries.

Lead researchers: Additional researchers:

Chikondi Mpokosa Carole McBride
Susy Ndaruhutse Stephen Nock

Jonathan Penson

VSO

Education Trust

Sharing skills (CfBT
Changing lives




Managing Teachers

© CfBT and VSO copyright September 2008
All rights reserved

This report is available to download at www.cfbt.com/evidenceforeducation and www.vsointernational.org




Managing Teachers

Welcome to CfBT Education Trust
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Education Trust

CfBT Education Trust is a leading charity
providing education services for public benefit
in the UK and internationally. Established 40
years ago, CfBT Education Trust now has an
annual turnover exceeding £100 million and
employs more than 2,000 staff worldwide who
support educational reform, teach, advise,
research and train.

Since we were founded, we have worked in
more than 40 countries around the world. Our
work involves teacher and leadership training,
curriculum design and school improvement
services. The majority of staff provide services
direct to learners in schools or through
projects for excluded pupils, in young offender
institutions and in advice and guidance for
young people.

We have worked successfully to implement
reform programmes for governments
throughout the world. Current examples
include the UK Department for Children,
Schools and Families (DCSF) Programme
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Sharing skills
Changing lives

VSO is the world’s leading international
development agency that works through
volunteers to fight poverty in developing
countries. In 2008, VSO celebrates 50 years
of sharing skills and changing lives. VSO

is an international federation of member
organisations that all contribute volunteers and
resources to a shared development programme
from Canada, Kenya, the Netherlands, the
Philippines and the UK. Volunteers are also
recruited in India and Ireland.

VSO has education programmes in 21 countries
in Africa, Asia, the Pacific and the Caribbean.

Volunteers support improvements in education
by working in teacher training colleges

and with groups of schools on developing
teaching methods. They also work within the
mainstream education system to overcome
the barriers to marginalised groups, for
example by improving the provision of inclusive
education and with local government offices
and Ministries of Education in areas such

for Gifted and Talented Education and a
nationwide teacher training programme for the
Malaysian Ministry of Education.

Other government clients include the Brunei
Ministry of Education, the Abu Dhabi Education
Council, aid donors such as the European
Union (EU), the Department for International
Development (DfID), the World Bank, national
agencies such as the Office for Standards in
Education (Ofsted), and local authorities.

Surpluses generated by our operations

are reinvested in educational research and
development. Our new research programme
— Evidence for Education — will improve
educational practice on the ground and widen
access to research in the UK and overseas.

Visit www.cfbt.com for more information.

as assessment, strategic planning, national
curriculum development, monitoring and
evaluation and national quality standards.

VSO also undertakes national level advocacy
research through its Valuing Teachers
campaign (see inside the back cover for

more details) and is an active member of

the Global Campaign for Education, an
international coalition of charities, NGOs, civil
society organisations, and education unions
that mobilises the public to put pressure on
governments to provide the free education for
all children they promised to deliver in 2000.

VSO is a registered charity number 313757.

For more information visit
www.vsointernational.org.
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Foreword

This valuable
report offers a
rich menu of
examples from
different countries
of good practice
in this critical
area of teacher
management
and support.

As the world makes gains in providing quality
basic education for all children, the role of
teachers becomes increasingly pivotal for
achieving, consolidating and sustaining
progress. This is firstly a matter of numbers,
and much attention is rightly given to the
estimate of 18 million additional teachers
required by 2015 if all children should have a
quality education. Secondly it is a matter of
the qualification, training and motivation of
teachers to ensure that the system is staffed
with competent and dedicated professionals.
There is much to be argued over and decided
upon as regards qualification pathways and
optimum models for training and motivating
teachers in an environment of time and
financial constraints. Thirdly there are the
issues pertaining to teacher management and
support for quality education systems. This is
about rights of teachers in relation to systems
for appointment, deployment, promotion

and remuneration; as well as their working
environment and conditions of service. There
is often much tension between the need for
teachers’ unions to safeguard the rights of
teachers and the need for governments to
use scarce resources responsibly. These are
often the stumbling blocks that need to be
addressed through effective, efficient and fair
systems for teacher management and support.

It is against this background and the pivotal
importance of teachers that | find this joint
VSO and CfBT Education Trust report
extremely timely and relevant. The report
outlines the causes, consequences and
costs of poor teacher management, and
provides clear examples of best practice for
strengthening teacher management systems
from a range of countries. It is therefore an
essential resource for policy dialogue and
for making critical investment decisions in
the drive towards quality basic education for
all. I highly recommend it to policy makers

in government and decision makers in
development partner agencies, as well as to
senior officials in teachers’ unions and civil
society organisations. The main message from
this report is that the world cannot afford to
ignore the need to ensure that an adequate
number of teachers, of the right calibre, will
be there to deliver on the goal of quality basic
education for all by 2015.

Progressive views of quality education have
shifted from the single factor approach of simply
training teachers and providing textbooks, etc;
towards more holistic models such as UNICEF’s
child friendly schools. These models incorporate
a myriad of quality-promoting features centred
on the rights and well being of the child as

the focal point for whom a quality learning
environment and process is being created.
Equally, these models recognise the central role
of the teacher as the facilitator of learning and
the custodian of the well being of the child. This
then implies a need to safeguard the rights and
professional well being of the teacher through a
well desighed teacher management and support
system. Clearly quality education requires
competent, motivated, well trained, adequately
rewarded and well supported teachers. This in
turn requires reform in the policies, systems and
strategies relating to teacher management and
support in many countries. Training patterns,
remuneration packages and other professional
reward systems, as well as mentoring and
support mechanisms for teachers have to

be reviewed. Capacity also needs to be
strengthened in the schools, teacher training
and support institutions, school management
bodies and inspection/supervision authorities;

in order to promote and sustain reforms that
support teachers in delivering quality education
for all our children.

This valuable report offers a rich menu of
examples from different countries of good
practice in this critical area of teacher
management and support. It will therefore
enable governments in developing countries
to learn from each other about what works
well in teacher management and support, so
that their education budgets can be spent
wisely, for teachers to get the training, support
and incentives they need to teach effectively,
and for all children to realise their right to a
quality education.

.{M~

Cream Wright

Associate Director; Programmes and
Global Chief of Education

UNICEF
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Executive summary

This report gathers together learning from
: primary research undertaken by CfBT
The q,ua//ty of Education Trust and VSO in thirteen developing
an education Sy stem countries and from other available national level
cannhot exceed research and international synthesis reports
concerning the human resource aspects of

the qua//ty of its quality education and in particular the role of
teachers. teachers. The headline message of the report

is that:

‘The quality of an education system cannot
exceed the quality of its teachers.’

(Barber and Mourshed, 2007: 40)

For the quality of teaching and learning to be
improved the report argues that:

¢ the role of headteachers is crucial for
improving teacher management and teacher
motivation and ultimately for improving
learning outcomes for girls and boys.
The introduction of management training
for school leaders would reap countless
rewards, and should be prioritised

* management of education has many
dimensions, but the biggest investment of
funds and human resources has always
been and should always be in teachers.
With 18 million new teachers needed by
2015, it is vital that governments and donors
prioritise teacher management

¢ the quality of teacher training dictates
the quality of teaching. Moves to reduce
the length and quality of pre-service teacher
training to cut costs and meet the demand
for 18 million new teachers by 2015, are
damaging the quality of teaching and
learning. When teachers are not adequately
trained, children are denied their right to a
quality education

e gender and inclusion should be
addressed in teacher management and
training systems: to ensure that there
are a representative number of positive
role models for girls, boys, children with
disabilities and those from other excluded
groups; so that teachers enjoy equal pay
and conditions; and so that girls and so
called ‘hard to reach’ children have a better
chance of improved learning outcomes.

Chapter 1 presents the argument that
improvements to teacher management systems
are central to the achievement of the 2015

Education For All goals. Good management

by effective school leaders has been shown to
improve teaching and learning outcomes for
children indirectly and most powerfully through
its influence on staff motivation, performance
and working conditions (VSO, 2002; GCE,
2006; Bennell and Akyeampong, 2007).
Governments and donors that are supporting
education in developing countries cannot afford
the detrimental effects of poor management on
the financing and quality of education systems.

Yet as Chapter 2 outlines, teachers’ rights
have not been consistently applied across
developing countries. The 1966 ILO/UNESCO
Recommendations Concerning the Status
of Teachers were reiterated in 2006, 40
years after they were agreed: a sign that
whilst significant progress has been made,
the Recommendations have not been
effectively implemented in all countries. This
chapter makes some observations on the
following areas:

e teachers’ salaries

e teachers’ choice of workplace

® academic freedom

e teachers’ responsibilities

® rights of all teachers

¢ professional dialogue between teachers and

policymakers.

In chapter 3, the constraints and consequences
of poor teacher management are outlined. In
particular constraints include the following:

e overly tight fiscal management policies
e weak management of skills

e weak education systems where
headteachers do not have the responsibility
for recruitment and deployment of teachers

e weak management systems for the
recruitment and deployment of teachers and
administrators

¢ the lack or poor quality of training of
all types — pre-service, in-service and
continuing professional development
(CPD) — for teachers, headteachers and
administrative staff

e inconsistent appraisals for all these levels
of education staff.

11



Some of the consequences of poor teacher
management are then explored:

e regional, gender, and disability related
imbalances in teacher deployment
mechanisms

¢ inadequate teacher terms and conditions

® poor living and working conditions for
teachers and school leaders

® inadequate or absent administrative support

* weak capacity and quality of teacher training
institutions (TTls)

¢ high levels of teacher attrition

* |ow motivation and morale of teachers
and school leaders

The chapter concludes by discussing
the economic and quality costs of poor
management.

Chapter 4 provides examples and case
studies from VSQO'’s Valuing Teachers and
other research into how education managers,
governments and donors are approaching
teacher management in developing countries.
The approaches cited have yielded positive
results where they have been applied and the
authors recommend that, with appropriate
adaptation to the context and culture, they
could be applied in other countries, and yield
similar positive improvements in the quality

of education children experience. The case
studies cover:

e cffective decentralised teacher development
¢ teachers’ voice in school management

e teacher allocation and deployment: rural
— urban, gender and disability related
imbalances

* management reforms related to teachers’
salaries and working conditions (including
reforms relating to equal pay, conditions
and opportunities for female and disabled
teachers)

e the use of para-teachers and contract
teachers and the controversy around quality
and costs

® pre-service training
® in-service training

e cluster approaches to Continuing
Professional Development

¢ integrated approaches to school-based
management.

Managing Teachers

In conclusion, the authors argue that quality
discussions that only focus on learner
achievements and outcomes, without discussing
education management, are incomplete. They
maintain that although pre- and in-service
training of education managers can be costly,
the cost to the quality of education where such
training is absent is much higher.

They also maintain that while many types of
exclusion are context specific, gender and
disability related inequality cuts across all
countries. All governments and donors should
therefore ensure that gender and disability

are addressed comprehensively in their
teacher training and management systems.
The need to recruit and train 18 million new
teachers (for primary education alone) presents
an unprecedented opportunity to address
long-standing imbalances in class sizes and
teaching quality between schools in urban
and rural areas and between male and female
teachers. The opportunity should also be used
to address the under-representation of teachers
with disabilities, teachers from linguistic
minorities and other context specific excluded
groups, in order to provide valuable role models
for girls, children with disabilities and other
currently excluded children, and importantly to
encourage their parents not only to send their
children to school, but to keep them there until
they have completed their education.

Chapter 5 provides a summary of concluding
recommendations. This includes the following:

Recommendations to developing country
governments

1. Stronger management systems, better
decision-making and clearer roles and
responsibilities

For governments to:

e develop and use effective Education
Management Information Systems (EMIS)
at central, local and school levels to enable
better planning and management in the
training, recruitment, deployment and CPD
of teachers

e encourage the active participation and
involvement of teachers and headteachers
in decision-making with clearly defined roles
and responsibilities

e strengthen systems for the training,
recruitment and deployment of teachers,
including the provision of appropriate
incentives for teachers working in hardship
posts

12
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e putin place transparent appraisal systems
for teachers and administrative staff

e work to reduce pupil-teacher ratios to
the UNESCO recommended level of 40:1
(UIS, 2006: 42) and avoid double and triple
shifting unless different teachers are used
for different shifts.

e prohibit discrimination against women,
people with disabilities and minorities in
teacher recruitment, posting and promotion
systems through the use of laws, guidelines,
codes of ethics, and monitoring and
evaluation systems

2. More flexible fiscal management policies
For governments to:

® improve salaries, incentives, living and ® encourage women, people with disabilities
working conditions for teachers, including and minorities to enter or remain in
making adequate arrangements for the teaching profession, by providing
maternity and paternity leave appropriate incentives and allowances.

* invest in the capacity building of Teacher

. . Recommendations to donors,
Training Institutions

inter-governmental organisations and
e where the use of para-teacher' schemes is teachers’ unions
necessary in the short- to medium-term to
attract and retain teachers in remote areas,
ensure that appropriate levels of in-service
training are given to para-teachers that

enables them to qualify as regular teachers

4. More flexible partnerships with
developing country governments should
support:

e improved EMIS to inform systems for the

in the longer-term.

3. More sufficient and appropriate
management of workforce skills

For governments to:

e ensure that pre-service teacher training
duration is at least one year or if shorter, is
coupled with adequate and formalised
in-service training of a comparable level
and quality

¢ provide all teachers with training and access
to information about inclusion, focusing on
gender and disability (and where appropriate
on class, caste, language of instruction,
HIV and AIDS or other context specific
dimensions of exclusion) as part of their
pre- and in-service teacher training

e provide effective CPD, leadership and
school management training to ensure
teachers, headteachers and educational
administrators are adequately equipped
and enabled to provide children with a good
quality education

training, recruitment, deployment and CPD
of teachers

improved salaries, incentives, living and
working conditions for teachers and
headteachers

capacity building for teacher and
headteacher training including ensuring that
advice provided on teacher training issues
does not negatively impact the quality of
teaching and learning

capacity development of education
managers in schools, and at district,
provincial and national levels

effective appraisal systems for teachers and
administrative staff.

"This report defines para teachers as those who do not meet the minimum standard required to teach in
their country. Typically, these unqualified teachers may have received little or no pre-service training and are
employed on different terms and conditions to professional, qualified teachers. They are distinct from ‘contract
teachers’ — which can refer to either qualified or unqualified teachers who are employed on short-term contracts
and who do not receive the same benefits (pensions, paid leave, sick pay, maternity leave, etc.) as permanent
teachers. ‘Volunteer teachers’ can refer either to: graduates that have been recruited on “Teach First’ type
schemes, who are qualified in the sense that they have a university degree and sound subject knowledge; or to
unqualified teachers employed by schools managed by Community Based Organisations, NGOs or Faith Based
Organisations, on either a voluntary basis or on much lower wages than professional teachers.

13
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1. Introduction, context, methodology
and definitions

Effective
teachers are key
to delivering the
education MDGs
but good teaching
is only able to
thrive within
a favourable
environment.

1.1 Introduction and context

1.1.1 Education for All and the Millennium
Development Goals

In 1990, representatives of the majority of the
world’s nations committed themselves at the
World Conference on Education for All (EFA) in
Jomtien, Thailand, to achieve universal primary
education (UPE) and reduce illiteracy by the
year 2000. As the new millennium approached,
it was clear that many developing countries
were still very far from reaching these targets,
s0 in 2000 in Dakar, Senegal, representatives
from the international community met again
and committed themselves to achieving EFA
by 2015 through six key educational goals,
which correlate highly with two of the eight
Millennium Development Goals (MDGs). See
Box 1A and 1B.

The 2008 EFA Global Monitoring Report found
that out of 149 countries with available data (a
further 54 countries had no data available), 63
had achieved UPE by 20057, 28 were on track
with a high likelihood of achieving it by 2015;
17 were moving towards UPE but had a low
chance of achieving it by 2015. A further 17

were at risk of not achieving UPE as progress
is too slow or they are moving backwards; and
8 were at serious risk of not achieving UPE
2015 (UNESCO, 2007: 180).

1.1.2 The critical role of teacher
management

In order to achieve the MDGs for education
and the wider EFA goals, one of the critical
inputs to the education system is the school
teacher. Effective teachers are key to delivering
the education MDGs but good teaching

is only able to thrive within a favourable
environment. Whilst there is evidence of
increased education financing in terms of

both aid and national spending on education
(UNESCOPRESS, 2007), these increases have
not been accompanied by improvements in
education management systems. Bennell

and Akyeampong (2007) have indicated

that teacher management at school level is
crucial for teacher motivation and morale.
Management of the whole education system
affects teacher morale in that most decisions
that affect teachers are made outside the
school with minimal involvement of direct
teacher managers.

BOX 1A: The EFA Goals

1. Expand early childhood care and education

. Provide free and compulsory primary education for all

. Promote learning and life skills for young people and adults

2

3

4. Increase adult literacy by 50%

5. Achieve gender parity by 2005, gender equality by 2015
6

. Improve the quality of education

BOX 1B: The Education MDGs

GOAL 2: Achieve Universal Primary Education (UPE), which contains Target 3: Ensure that all
children (boys and girls) complete a full cycle of primary schooling by 2015; and

GOAL 3: Promote gender equality and empower women, which contains Target 4: Eliminate
gender disparity in primary and secondary education preferably by 2005 and at all levels by 2015.

2These figures are calculated using enrolment data rather than completion data. If the latter were used in line with
the full definition of UPE, the achievements cited would be even less positive.

15
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Efficient
and effective
systems of teacher
management,
deployment and
training (including
continuing
professional
development), are
critical to ensuring
a quality education
Is available for all
children in
developing
countries.

1.2 Rationale for this study

There is ample research, which illustrates

the growing difficulty for developing countries
as a result of their limited resources, to

meet the immense needs of a rapidly
expanding school population. UIS (2006:

100) estimated that an additional 18 million
teachers would be needed between 2004

and 2015 to meet the UPE goal. Findings

and conclusions from the Multi-Site Teacher
Education Research (MUSTER) a four year
programme of research on teacher education
focused on insights from Ghana, Lesotho,
Malawi, South Africa and Trinidad and Tobago,
are clear: the MDGs relating to education
cannot be met unless the supply of teachers is
adequate to keep pupil-teacher ratios (PTRs)
within reasonable limits, and the quality of
their training is sufficient to result in minimum
acceptable levels of pupil achievement (Lewin
and Stuart, 2003).

In addition to addressing the problem of
teacher shortages and training, Géttelmann-
Duret (2000) in a synthesis report on the
management of primary school teachers in
South Asia identifies the challenges of high
turnover of teaching staff, particularly in
remote rural areas; high rates of teacher
absenteeism; and high levels of teacher
dissatisfaction with current management
and support practices. Anim, Halliday and
Rodwell (1996) also indicate weaknesses in
management processes as a key challenge.
They point to the fact that responsibility for
managing teachers — the largest cadre of
public workers in many African countries — is
often spread among various ministries and
commissions. Weak management linkages
among the employing authorities compound
the problems inherent in this diffusion of
management responsibility.

Describing the situation of the teaching
profession from a review of national research
from nine African and Asian countries,

the Global Campaign for Education (GCE,
2006) gives an overview of the problems
faced by teachers, education managers and
governments in poor countries, and highlights
a range of problems relating to teacher
shortages, training, motivation, management
and inclusion issues. There is a strong case
for saying that the influence needed to
address these issues rests equally with
those who manage teachers as well as with
teachers themselves.

The research cited above all notes that in
developing countries today, ‘ministries of
education are being challenged regularly

on issues of management procedures,
personnel grievances and conditions of
service for teachers. In many countries the
legal framework for teacher management is
problematic and there is a need for debate and
reform action’. (Bitamazire et al, 1996 cited

in Gottelmann and Yekhlef, 2005: 60). The
problems arise in how the legal frameworks
are applied at country level given that they are
developed based on international conventions
and regulations.

Thus, in those developing countries where
teachers and the education system are poorly
managed, as highlighted above and examined
in more detail later in this study, this can lead
to overcrowded classrooms and children being
turned away from school due to insufficient
numbers of teachers and high PTRs resulting
from inequity in teacher deployment policies,
and low teacher pay. These problems can
contribute to low teacher morale leading to
teacher attrition, teacher absenteeism and a
low quality of education delivered to children.
Where teachers are not regularly present in
the classroom or are de-motivated, this will
have a direct negative impact on the quality
of education, which will lead to increased
repetition and dropout, thus threatening
primary completion and the achievement of
the EFA agenda and the MDGs. Efficient and
effective systems of teacher management,
deployment and training (including continuing
professional development), are thus critical to
achieving the EFA and the education MDGs
and to ensuring a quality education is available
for all children in developing countries.

Although much of the educational research
reviewed identifies developing countries as its
prime focus, the issues and challenges facing
teacher management in public basic education
are mirrored in the experiences of some higher
income countries, such as those in the Gulf
States. Whilst these countries enjoy a higher
GNP, in some, educational infrastructure and
management has not kept pace with overall
economic development and the MDGs are an
aspiration rather than a current reality. Farrell
and Oliviera (1993) looking at teacher costs
and effectiveness observe common issues
across countries at different income levels and
stages of development, and examine the most
critical policy choices related to improving the
performance of education systems. Whilst
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and result in
better learning
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some issues relate uniquely to developing
countries, they note that many problems are
shared equally by developed countries. This
is also highlighted in Barber and Mourshed
(2007), a McKinsey study examining the
reasons behind the success of the world’s
top performing school systems which focuses
mainly on OECD countries, but also includes
some developing economies in the Middle
East and Latin America.

1.3 Methodology

This synthesis report combines analysis of
VSO country case studies®, and other
national and international research reports,
and a desk-based review of the principal
international literature concerning teacher
management issues.

This report focuses on the human resource
aspects of education management
(recruitment, selection, deployment and
promotion systems, terms and conditions,
training, inspection/supervision and system-
wide communication and participation) that
education managers can improve that will
both increase the motivation and morale

of teachers, and result in better learning
outcomes for children. The report makes
observations about aspects of the work of
school, district and provincial level support
staff, inspectors, supervisors, teacher
trainers and others, with the focus on the
aspects of their roles that provide (or should
provide) support to teachers to enable them
to deliver good quality education to the girls
and boys in their classrooms. The report
does not go into detail about the content of
teacher training which is clearly very important
(especially the gender responsiveness and
inclusiveness of the teaching methodology)
since it has a significant influence of the quality
of teaching and learning, but goes beyond
direct issues of education management, so
was deemed to be outside the already wide
scope of this report.

Comments were invited and incorporated from
selected staff from CfBT Education Trust, VSO
and other organisations with an interest in
teacher management.

1.4 Education management

Management is generally understood as
comprising different aspects of planning,
organising, resourcing, leading, coordinating,
directing and controlling an organisation or an
area with the objective of accomplishing

a goal. The management of education
happens at various levels from system-wide
policy-making and national decision-making
through to local education management,
inspection and supervision, and then very
importantly to what headteachers and others
with management responsibilities within
schools undertake on a daily basis to ensure
their schools function effectively.

Within education, during the twentieth
century the terms ‘educational administration’
and ‘educational management’ have been
superseded by the term ‘educational
leadership’ as the former terms were seen
as being more focussed on control and
supervision, whilst the latter emphasises
vision, strategy and dynamism. However,
whilst leadership and management have a
lot in common, both aspects are important in
creating an effective educational system.

Education management encompasses

many different areas including Education
Management Information Systems (EMIS),
the management of school buildings,
classroom management, curriculum design,
gender and inclusion policies and practice,
community and civil society involvement.
Some of these are strongly linked to
leadership. The scope of this report as already
mentioned is to focus on the human resource
aspects of education management.

The most recent definitions and discussions
of the nature of effective school management
and administration indicate that: school
leadership is as influential as classroom
teaching on pupil learning and as

such, high quality leadership is a key
characteristic of effective schools.
Leithwood, Day, Sammons, Harris and
Hopkins (2006a: 5) note ‘As far as we are
aware, there is not a single documented case
of a school successfully turning around its

8VSO’s Valuing Teachers country case studies can be accessed from VSO’s website
www.vso.org.uk/get_involved/Issues_and_Campaigns/valuing_teachers_main.asp where a review,
synthesis and analysis of other national and international research on the management and administration of
teachers and their managers can also be found (GCE, 2006).
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pupil achievement trajectory in the absence
of talented leadership’ and that “...the effects
of transformational school leadership on pupil
engagement are significantly positive’.

Research undertaken in the last five years
(Bruns, Mingat and Rakotomalala, 2003;

VSO Guyana, 2004; VSO Maldives, 2005; VSO
Nepal, 2005; Leithwood et al, 2006b; GCE,
2006; Barber and Mourshed, 2007) makes a
direct link between teaching and leadership
as the two strongest influences on pupil
achievement and there is common agreement
that school leaders improve teaching and
learning indirectly and most powerfully
through their influence on staff motivation,
commitment and working conditions.

The link between school leadership, staff
motivation and the quality of pupil learning is a
profound one and features strongly throughout
much current educational thinking. A useful
distinction is made by dividing practice into
two aspects: the first is the role of leadership
in building knowledge and skills that teachers
and other staff need in order to accomplish
organisational goals; the second is the building
of staff commitment, capacity and resilience
(dispositions) to persist in applying the
knowledge and skills.

According to a particularly useful model for
explaining workforce performance outlined in
Leithwood et al (2006b), what teachers do is
a result of their motivations, abilities, and the
situations in which they work. The authors
stress that these factors are interdependent
and that all three need to be successfully
taking place for quality educational provision
to occur. The implications for leadership
practice of this account of workplace
performance are that leaders need to

work towards improving all elements in the
formula — teachers’ and other staff members’
motivations, abilities, and the settings in
which they work. To be successful, therefore,
requires the school leader to be in possession
of a range of cognitive and effective qualities,
strategies and skills.

The McKinsey report on the world’s best-
performing school systems argues that the
main driver in the variation of learning in school
is the quality of the teacher. The report finds
that high-performing schools do three things
(Barber and Mourshed, 2007: 12-13):

1. They get the right people to become
teachers.

2. They develop these people into effective
instructors.

3. They put in place systems and support
to ensure that every child benefits from
excellent instruction.

The report concludes that whilst these
variables are vital, all three are heavily reliant
on the quality of management and leadership:

‘School reforms rarely succeed without
effective leadership, both at the level of
the system, and at the level of individual
schools... we did not find a single school
system that had been turned around that
did not possess sustained, committed
and talented leadership. Changing

the governance or management of a
system might, therefore, be a necessary
prerequisite for improvement.’

(Barber and Mourshed, 2007: 40)

In developing countries, where years of
budget cutbacks have left education
management systems severely weakened,
improvements to system leadership and
teacher management in particular is
essential. Teachers interviewed in VSO’s
Valuing Teachers research recount that
administrative and bureaucratic systems are
often so weak that they are unable to deliver
teaching and learning materials, information
about new syllabi and curricula, or to provide
effective supervision, continuing professional
development (CPD) and fair promotion
systems. The problems are compounded

by ongoing but incomplete decentralisation
processes that have transferred responsibility
but not capacity to regional and local levels,
with predictable results.

In a briefing for the 2006 Conference of
Commonwealth Education Ministers, Making
Education For All A Reality (VSO International,
2006a: 6), VSO summarised the aspects of
school-level teacher management that their
national surveys of teacher motivation had
highlighted as needing attention, as follows:

e motivational management of teachers, other
staff, actively working with staff to develop
their skills and enthusiasm

e CPD of teachers and staff

e transparent and fair appraisal, postings and
promotion systems

o effective distribution systems for teachers
salaries and teaching and learning materials
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* voice and responsiveness in decision- e whole district/school development including
making processes, involving students, planning, budgeting, monitoring and
parents, teachers evaluation.

e downwards and upwards responsiveness
and accountability between the different
levels of the education system e.g. national,
district, school and community
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2. Teachers’ rights and responsibilities

Where supply-
considerations
necessitate
short-term intensive
preparation
programmes for
teachers, a fully
professional,
extensive in-service
programme should
be available in
order to produce
corps of
professionally
prepared
teachers.

2.1 Introduction

Provisions made by the UNESCO 1966
‘Recommendation Concerning the Status of
Teachers’ largely underpin the international
frameworks that exist around teachers’

rights to management (and these should
equally apply to the right of children and
schools to effective management). This
seminal document recognised the essential
role of teachers in education and set out
recommendations to ensure that teachers
enjoyed the status commensurate with that
role. The Recommendation worked from

the premise that in spite of differences in
laws, regulations and the organisation of
teachers, the application of a common set of
standards and measures regarding the status
of teachers was needed. Areas around which
recommendations were made included:

e preparation for the profession

¢ employment and career including conditions
for entry into the profession

¢ further education

e tenure and disciplinary procedures

¢ medical examinations

¢ rights of married women

e conditions for effective teaching and learning
® salaries

e professional freedom.

A subsequent report by ILO/UNESCO (2006)
summarises the analysis of the same issues
affecting the status of teaching personnel.
The report acknowledges the changing
context of teachers’ work and adds more
vigorous recommendations in respect of
teacher education. HIV and AIDS for example,
is recognised as having a significant impact,
which has impeded the effective application
of the principles contained in the 1966
Recommendations.

It can be argued that the Recommendation

has not been implemented in its entirety, and
although significant progress has been made in
improving the status of the teaching profession,
there is still much progress to be made. This
could potentially take place through a more
binding Convention on Teachers’ and Public
Sector Workers’ Rights or closer monitoring

and accountability of the implementation of the
existing Recommendation.

OECD (2005) presents another current view

of teachers’ roles and responsibilities in 25
countries. It points to the rapid pace of social
change and the heightened expectations

of schools, which have broadened and
deepened teachers’ roles. It underlines

the point that there is increasing pressure
placed on teachers to prepare students for a
society and an economy in which they will be
expected to be self-directed learners, able and
motivated to keep on learning over a lifetime.
This has implications for the management of
teaching and learning conditions and ILO/
UNESCO (2006: 15) identify worrying trends

in developing countries, for example in the
increasingly large class sizes which continue to
impede the achievement of educational goals.

The UNESCO (1966: 39-40) recommendation
relating to teacher shortages sounded a
warning that:

‘...certain expedients designed to deal with
the shortage of teachers, such as over-large
classes and the unreasonable extension of
hours of teaching duty are incompatible with
the aims and objectives of education and
are detrimental to the pupils.’

And went on to add that:

‘In developing countries where supply
considerations may necessitate short-

term intensive emergency preparation
programmes for teachers, a fully professional,
extensive programme should be available

in order to produce corps of professionally
prepared teachers competent to guide and
direct the educational enterprise.’

2.2 Teachers’ choice of workplace

Teachers’ choice of workplace is sometimes
related to the cultural specificity of certain
ways of working. These may differ from
western models of rights (such as the right
not to be assigned a particular place of work)
but are sometimes nonetheless acceptable to
teachers and beneficial to education. Cultural
issues affect teachers’ placement such as
those observed in developing education
systems in Islamic countries. In some Gulf
States for example, single sex education in
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schools means that females do not work in
boys’ preparatory and secondary schools,
which have male staff only. Most elementary
schools are staffed by a female staff owing

to the strict observance of cultural traditions
governing the social interaction between adult
males and females.

Mukhtar (2000) reports on rural families
sending girls to schools in Pakistan, which
are managed and staffed by females. In this
study, findings show that the presence of a
female teacher exerts a positive impact on the
enrolment, regular attendance and academic
performance of girl students. Shortages of
female primary teachers owing to low numbers
of local qualified women and socio-cultural
obstacles such as purdah were noted; lack of
transportation was also identified as a factor.

2.3 Academic freedom

ILO/UNESCO (2006: 7-8) reports violations

of academic freedom based on ‘security

or private commercial concerns’; these are
seen as growing in parallel with the decline in
collegial self-governance and participation of
staff in institutional decision-making processes.
The basic requisites for dialogue, it adds are:

‘...a democratic culture, respect for rules
and laws, and institutions or mechanisms
that permit individuals to express their views
individually through unions or associations on
issues that affect their daily lives on both a
personal and professional basis.’

In the context of education, this translates

as respect for professional freedom and
teachers’ active participation in deciding
professional issues: curricula, pedagogy,
student assessment and issues related to the
organisation of education.

2.4 Professional dialogue between
teachers and policymakers

Related to the issue of professional dialogue
between teachers and policy makers,
UNESCO (1966: 35) made recommendations
on relations between teachers and the
education service as a whole to the effect that
‘authorities and teachers should recognise the
importance of the participation of teachers,
through their organisations and in other ways.’
Disappointingly, ILO/UNESCO (2006: vi)
discussing social dialogue in education, still
notes that:

‘Qualitative research [has] identified the
sense of undervaluing, disempowerment
and alienation that the average classroom
teacher feels in many developing countries...
There is a strong sense of distance from
regional and national-level decisions that
are eventually communicated to teachers as
immutable decisions, often divorced from
their daily situation.’

It goes on to note that:

‘Participatory processes and consultations
are not a panacea to resolve difficulties,
but they are virtually the only mechanisms
for overcoming suspicion and establishing
a positive climate for making and
implementing education policy.’

International agencies, including the World
Bank, regional bodies and donor countries
agreed to promote the principles of social
dialogue in the 2000 Dakar Framework for
Action, and should ensure that they are
observed in educational reform, and make
funding available to this end.

2.5 Teachers’ salaries

In respect of teachers’ salaries ILO/UNESCO
(2006: 17) points to a situation where ‘in

a significant number of countries, teacher
salaries are simply not comparable with those
paid in other skilled occupations of equivalent
professional or even lower occupational level.’
The recommendations made by ILO/UNESCO
(2006) reflect these concerns and call for
member states to ensure that salaries paid

to teachers are reasonably comparable to
similar professions. In particular they state that
teachers’ salaries should:

@@ reflect the importance to society of
the teaching function and hence the
importance of teachers as well as the
responsibilities of all kinds which fall
upon them from the time of their entry
into service

(b) compare favourably with salaries paid
in other occupations requiring similar or
equivalent qualifications

(c) provide teachers with the means to
ensure a reasonable standard of living
for themselves and their families as
well as to invest in further education or
in the pursuit of cultural activities, thus
enhancing their professional qualification
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Equal rights
for all teachers,
regardless of
gender, ethnicity,
disability or any
other perceived
differences should
apply across
recruitment,
deployment, pay
scales, supervision,
support services
and promotion
opportunities
for teachers.

(d) take account of the fact that certain
posts require higher qualifications
and experience and carry greater
responsibilities

(ILO/UNESCO, 1966: 11-12)

2.6 Right to fair treatment

Whilst the ILO Recommendations apply to all
teachers, other international frameworks and
conventions specifically address the rights of
potentially marginalised groups to be treated
equally and fairly in all areas of life including
employment and training. Such marginalised
groups may include women (where several
clauses of the UN Convention on the
Elimination of All Discrimination Against Women
and the Beijing Platform for Action specifically
address the rights of women to be treated
equally as men); those with disabilities (where
Article 27 of the Convention on the Rights of
People with Disabilities outlines principles of
non-discrimination in the workplace against
those with disabilities); indigenous groups
(where Article 20 of the Convention Concerning
Indigenous and Tribal Peoples in Independent
Countries outlines the equal employment rights
of indigenous people); and those affected or
infected by HIV and AIDS. This underlines

the need for equal rights for all teachers,
regardless of gender, ethnicity, disability or

any other perceived differences and for these
rights to apply across recruitment, deployment,
pay scales, supervision, support services and
promotion opportunities.

2.7 Responsibilities of teachers

UNESCO (1966) deals with the responsibilities
of teachers by contending that the status

of the profession depends to a considerable
extent upon teachers themselves. In addition,
the recommendations point to professional
standards related to teacher performance,
which should be designed and maintained
with the participation of the teachers’
organisations. This puts the responsibility for
establishing codes of ethics or conduct on the
teacher organisations.

The limitations of a dialogue between
policymakers and teachers’ unions are

clearly evidenced in the conflict between
teachers’ unions and governments following
the introduction of the reforms that typified
the education systems of Latin America

in the 1990s. Commenting on this in a
monograph, Vaillant (2005) describes the way
in which many education reforms put into
effect throughout the 1980s and 1990s gave
teachers more work and responsibilities; at the
same time, the assimilation of new teaching
and learning methods and technical concepts
compelled them to train and adjust to the new
modes of teaching and organisation without
raising their salaries. The new education
policies, Vaillant notes, have been vigorously
rejected by some of the unions; in the light

of this, little impact has been seen and the
desired radical nature of the reforms has not
been realised.
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3. The constraints and consequences of

poor teacher management

3.1 Introduction

This chapter gives an overview of the
constraints to effective teacher management
and then outlines the consequences of poor
management on teacher retention, attrition
and turnover, as depicted in Figure 1. The
chapter concludes by outlining the economic
and quality impact of poor management
systems and practices.

Insufficient or
inappropriate management of
workforce skills

Tight fiscal management

policies

Consequences

Poor working conditions
and low salaries

Teacher deployment
imbalances

morale and poor status

High levels of teacher attrition
and turnover and low levels
of retention

Higher financial and
quality costs

Demotivated teachers, with low

Irregular pupil attendance; leading to pupil
dropout and/or repetition and reduced

3.2 Constraints to effective teacher
management

3.2.1 Weak management systems and
decision-making

Weak management systems for the
recruitment and deployment of teachers
and administrators

The total number of teachers and administrators
needed is usually well known at school level,
yet the capacity of national or decentralised
systems to plan and implement education
management processes and to coordinate
efficient deployment systems to reduce
educational staffing disparities between different

FIGURE 1: Constraints and consequences of effective teacher management

Constraints to effective teacher management

Weak management systems,
poor decision-making and unclear
roles and responsibilities

Limited supply side capacity and
quality of instruction of teacher
training institutions

learning outcomes
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regions is often too weak to be effective.
Similarly, at school level, where teacher
managers are poorly trained and prepared

for management responsibilities, teaching
staff will not be efficiently managed to ensure
punctuality, good quality teaching and learning
and the provision of an appropriate level of
continuing professional development (CPD).

Headteachers not having the
responsibility for recruitment and
deployment

In many developing countries the recruitment
and deployment of teachers is not the
responsibility of the headteachers at each
school, nor is the setting of teacher incentives.
For this reason headteachers do not have

any choice or say over the quality or gender
of teachers that are sent to their school. So,
while headteachers may be well aware of the
deficiencies of their schools and the type of
teacher that would complement the calibre of
their current teachers, they cannot do anything
to balance this at the recruitment stage.
Similarly headteachers have no control over
the level of incentives allocated to teachers or
means to ensure compliance when incentives
are given, even where they can see a genuine
need for incentives for female teachers or to
attract teachers to rural areas.

In some countries, this lack of involvement by
headteachers in the recruitment process has
a negative impact on the quality of education
the school is able to provide. Every school
needs to have a balance of experienced
teachers and newly qualified teachers to
enable the new teachers to have colleagues
to turn to for advice or mentoring. Similarly
headteachers would be able to serve the
student population better if they were able

to balance the number of male and female
teachers to reflect the gender distribution of
the school (which, according to Nilsson (2003)
would result in the increased participation

of girls), and be able to implement inclusive
recruitment policies that enable them to

have a representative number of teachers
with disabilities or from local linguistic or
other minorities.

3.2.2 Tight fiscal management policies

Recent publications have indicated that
teacher recruitment and deployment is

not only hindered by national government
resource constraints but can also be hindered
by the inflexible limits imposed by the IMF

on public sector wage bills, meaning that

some governments are effectively prevented
from recruiting and training the teachers they
desperately need or encouraged to recruit
‘cheaper’ contract or untrained teachers
(ActionAid, 2006; Education International, 2007;
GCE UK, 2008). (See Box 2 on page 27.)

Similar cases of the negative effects of IMF
intervention have been documented by
ActionAid (2007) in Guatemala, Bangladesh,
India, Cameroon, Kenya, Nigeria and Sierra
Leone, leading them to conclude that the
impact of the IMF’s policy is widespread.

3.2.3 Insufficient or inappropriate
management of workforce skills

Where poor or ineffective systems of
development, supervision, monitoring and
evaluation of workforce skills are in operation,
this is a cause of poor teacher management.

CPD of teacher managers

The lack of training for teacher managers

at all levels is concerning. Bennell and
Akyeampong (2007: 44) found that out

of 12 countries studied only one country
provided training that is of good quality and

is provided to all education managers. They
cited political interference and weak education
systems as some of the factors that affect

the appointment and subsequent training of
headteachers. In Nigeria headteachers are
appointed on seniority and experience but
there are concerns about corruption as cases
of teachers paying bribes to obtain places on
training courses have been documented (VSO
Nigeria, 2007). The question that this raises

is whether teacher management is taken
seriously as a skill that requires professional
training. Whilst there is an emphasis on
pre-service teacher training for teachers,
VSO’s experience has shown that, training

for education managers does not seem to be
given the priority it deserves.

The problem with headteachers who are
experienced without being 